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Abstract 

The present study aims to explore the effects of cooperative group work on improving 

learners‟ oral proficiency and communicative skills. 

 The present work is mainly concerned with making use of pair or small group to 

maximize learners‟ oral production. It also attempts to shed some light on the importance of 

establishing a relaxed and friendly environment as an attempt to get learners to use the 

language. 

The basic hypothesis adopted in this study sets out that effective foreign language 

learning takes its roots in actions and language use. We believe that promoting this vision to 

teaching English will contribute to provide learners with extensive language use and 

classroom oral production. 

The method of this research work is quite descriptive. That is, it aims to describe two 

variables: cooperative group work as the independent variable and its role in improving 

learners‟ oral proficiency as the dependent variable. The data were gathered through self-

completion questionnaires administered to third-year LMD learners and to teachers who have 

taught Oral Expression at the Department of English, Mentouri University, Constantine. The 

results have shown that cooperative group work is the right technique for increasing learners‟ 

language use and classroom oral participation which in turn affects learners‟ oral proficiency. 

On the basis of these results, the hypothesis was confirmed in that students need to be 

provided with an adequate technique to develop the speaking skill needed and to create 

suitable situations where they can use the language without hesitation. 

This study has certainly its limitations, but its findings revealed interesting implications. 

Thus, future research should be done experimentally to test out the applicability of the 

findings to a larger population of subjects. 
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General Introduction 

 

The teaching of foreign language by its very nature is an interactive 

process, which involves active participation of both the teacher and the learner.  

It  has been stressed, in FLT methodologies that are more  than a system of rules,  

but as a dynamic resource for the creation of meaning, shift away from the study 

of language seen as purely a system and shift  towards the study of language as 

communication. For that  reason, a great  opportunity of classroom intera ction is 

being truly demanded.  

With a growing need for more effective, successful  and active ways  of 

foreign language learning. Innovation in the language field has been stimulated 

by a special concern for learning through active and collaborative setting . The 

predominant view is that  language is best learned when students are interacting 

with each other in groups -completing a task or learning a content or resolving 

real life issues - where their attention is not directed t oward the language itself,  

except when a focus on language forms is necessary. Many  researchers have 

called into question the importance of investigating the impact of cooperative 

language learning on learners‟ oral  proficiency.   

I.  Statement of the Problem  

 

     The main objective of learning a foreign language is to be able to 

communicate in that language. Yet, we observed that  E FL learners have 

difficulties in communicating in English. The reasons for learner 's inability to 

speak well  are many and varied.  

    To begin with,  learners cannot swallow everything they need to speak well  at  

once, nor can they learn effectively from a random collection of language tasks  

where most of the time is spent on doing exercises, which do not involve the 

students in intensive interactions thus do not hel p them to develop 
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communicative abil it ies.   

   Teaching English in Algeria requires teachers to take into account that  

English can be taught and practised only in the classroom. Since the classroom 

is the primary situation, in which learners  have an opportunity to use the target 

language, so the kind of methodology followed has a great influence on 

language development.  

Developing learners‟ oral proficiency requires mainly overcoming these 

obstacles. Thus, teachers have to provide learners, with  a method of increasing 

those opportunities of language use. Organizing the class into groups is one of  

the surest  ways to provide learners with extensive oral  production and 

communication.  

    If  we consider , the main concern of teaching a foreign language is to 

develop the use of the target language communicatively. The precise question we 

would ask is: Does the true understanding of the principles and practices of 

cooperative language learning or small groups lead eventually to develop 

learners‟ oral proficiency?  

In this study, we will try to investigate the effectiveness of this method 

in develop learners‟ oral proficiency.  

II.  Aims of the study 

 

This study is meant to contribute to the improvement of learners ' poor 

productions in English through the propositi on of cooperative language learning 

to foreign language teaching. It aims to investigate how cooperative group work 

presented via cooperative language learning can be utilized in improving third -

year LMD learners '  speaking skills in the department of Engli sh. This study 

aims at:  

   Increase opportunit ies for student talking time (STT)  
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   Shed some light on the influence of the social and affective factors 

(self-esteem, self -confidence, anxiety,  etc) in creating a friendly and relaxed 

learning environment.  

  Make use of pair and small groups to maximize learner 's oral  

production.  

III.  Assumptions and hypothesis  

 

On the basis of what has been said, we assume that:  

The English Language Learners‟ (ELLs) desire is to achieve a high 

degree of oral proficiency.  

Speaking is a social  act in which two or more people use a language to 

express their thoughts.  

Learning is not passively observed facts or information sim ply added to 

existing knowledge;  instead, learning is an active process for both teacher and 

learner.  

The underachievement in speaking is not only due to learners unwilling 

to speak but also to teachers reluctant to use such a method.  

In this respect,  we hypothesize that:  

If  teachers use cooperative learning and design appropriate classroom 

technique. Then, l earners will use English spontaneously and flexibly to 

negotiate and express their intended meaning.   

We believe that promoting this vision to foreign language teaching in 

general and oral  expression in particular will  hopefully contribute to provide 

learners with extensive oral  production and communication.  
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IV.  Means of Research 

 

 The most important methods of collecting needs analysis data are 

interviews, observation and questionnaires. However,  interviews and 

observation are more useful in helping to better  understand students ' needs, but 

more time consuming. Because of time constraints, we will  use questionnaire to 

achieve a more reliable and comprehensive picture. In this sense, we would 

direct two main questionnaires;  one to  the teachers who have been teaching for  

a long time to make sure that their answers are the product of many years of 

observation and evaluation of learners ' needs and difficulties. Students‟ 

questionnaire would be directed to third -year LMD students in the department of 

English at  the University of Constantine.  It  aims at  investigating the students‟ 

attitudes towards the present language teaching si tuations.  We also want to 

investigate the students‟ evaluation of their skill and the awareness of 

cooperation in group work.  

 

V.  Organization of the work 

 

 The present research is divided into three  main chapters. The first and 

second chapters review the related literature.  The third chapter is the practical  

part of the study.  

 The first chapter outlines some of the theoretical issues related to the 

nature of speaking and oral  communication. It  also deals with the relationship 

between speaking and the other skills .  Then, we will  discuss the reasons of 

students‟ inability to speak in English.  In this chapter, different techniques for 

developing oral proficiency are presented, and their implication to teaching the 

oral skills . The roles of the teacher in the process of teaching and assessing 

speaking are also considered.  
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 The second chapter provides a better understanding of cooperative 

language learning and learning in small groups; it  includes the historical  

background of the cooperative language learning,  a discussion about the 

general issues on cooperative learning, definition of cooperative language 

learning, followed by different methods abo ut learning in small  groups,  some 

of the characteristics, and the goals of CLL will be discussed. The roles of the 

teachers and the learners, and also some of the benefits and pitfalls of CLL are 

also considered.  

The last  chapter deals with data analysis. It  provides a detailed analysis of 

both teachers and learners‟ questionnaires.  It  will help  us to see whether the 

results go in the same direction of our hypothesis.  
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Introduction 

 

One of the major responsibilit ies of any teacher working with English 

Language Learners ( ELLs)  is to enable them to communicate effectively 

through oral language. Teachers concerned with teaching the spoken langua ge 

must address this question: why is it  so difficult  to teach learning oral  

proficiency?  

 

To a large extent,  i t  is  because teachers are desperately attemp ting to 

teach in the classroom what is  best learned outside it.  The classroom , of  

course, is a convenient place for providing information and developing 

education skills . However,  teachers‟ concern is not only to inform but also to 

develop learner‟s abilit y to use the target language for communicative 

purposes.  

In this chapter,  we will deal with general issues about speaking; 

definit ions of speaking, the nature of oral communication, and the sub -skills.  

The relationship between speaking and the other skill s.  Then, we will discuss 

the reasons of students‟ inability to speak in English and some techniques for 

teaching speaking. The roles or the teacher in the process of teaching and 

assessing speaking are also considered.    

1. What is speaking?  

 

As it was noted at  the beginning of this work, the aim behind learning a 

foreign language is to speak and communicate in  that language. We speak for 

many reasons-to be sociable, because we want something, because we want  

other people to do something, to respond  to someone else,  to express our 

feeling and thoughts, to exchange information, to refer to an action or an 

event in the past,  present,  or future , etc.  Speaking is said to be an active or 

productive skill .  Widdowson  (1978: 57) suggests that:  

  

 

 

      A lthough it  might  be convenient  to  represent  the 

language sk i l l s  in  th is  way when consider ing usage,  i t  i s  

not  especia l ly  help fu l ,  and  indeed  might  be  pos it ive ly  

mis leading  to  present  them in  th is  way  when cons ider ing  

use.  
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What has been said about speaking was conceived to the knowledge of 

linguistic rules i.e. language „usage‟ rather than to the way it is realized in 

communication i.e. language „use‟. By language „use‟ is meant the abili ty to  

use the language to achieve communicativ e purposes.  

W ith reference to „usage‟, it  is absolutely true that speaking is an active 

or productive skill .  If  we think of speaking in terms of „use‟, “it  involves 

putting a message together, communicating the message, and interacting with 

other people.” (Lindsay and Knight, 2006: 57)  

 

1.1.  The nature of oral communication  

The speaking skill  involves a communicative ability of producing and 

receiving information. Byrne (1986:8) states that:  

 

 

 

 

Because oral communication involves the negotiation of meaning between two 

or more persons,  it  is always related to the context in which it occurs, 

including the participants themselves,  their collective experience, the 

physical environment and the purpose  for speaking. Both speaker and listener 

have a role to play, because speaking is an interactive process of constructing 

meaning that involves producing, receiving and processing information. For 

Kramsch  (1983: 367) speaking involves  

 

  

 

 

 

The interaction between speaker and listener is a complex process. The 

speaker has to encode the message he wishes to convey in appropriate 

        Oral communication is tow-way process between speaker 

and listener (or listeners) and involves the productive skill of 

speaking and the receptive skill of understanding (or listening 

with understanding).  

             

 

       Ant ic ipat ing  the l is tener’ s  response and  poss ib le  

misunderstanding,  c lar i fy ing  one’s  own and  the other’ s  

intent ions,  and arr iv ing at  the c loset  poss ib le match between  

intended,  perceived and  ant ic ipated mean ing .          
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language, while the l istener (no less actively) has to decode (or interpret) the 

message. However,  the listener‟s in terpretation does not necessarily 

correspond to the speaker‟s intended meaning. The speaker‟s message usually 

contains more information that is redundant. At the same time, the listener is  

helped by prosodic features,  such as stress and intonation as well as by facial  

and bodily movements such as gestures.  However,  speech is often 

characterized by incomplete and sometimes ungrammatical utterances and by 

frequent false starts and repetitions. Inside the classroom, speaking and 

listening are the most commonly used skills.  They are recognized as cri tical  

for functioning in an English language context by teachers and learners. Thus 

speaking in a classroom entails interacting with the teacher and peers,  

depending on how classroom activities are organized. It  foll ows that teachers 

who do more oral interaction activit ies in the classroom will have more 

opportunities to develop students‟ oral  fluency. Activities should involve 

spontaneous practice of the target language.  

 

Brown and Yule (1983: 13) draw a useful disti nction between two basic 

language functions.  These are the transactional function and interactional 

function. The former is concerned with the transfer of information, is message 

oriented since the speaker assumes that  less information is shared with the 

listener.  On the other hand, the interactional function, in which the primary 

purpose of speech is the maintenance of social relationships and is listener 

oriented. The knowledge is shared between the speaker and the listener.  

Another basic dist inction we can make when considering the development of  

the speaking skill is between monologues and dialogue. The ability to give an 

uninterrupted oral presentation is quite distinct from interacting with one or 

more speakers from transactional and interactional purp oses.  While all  native 

speakers can and do use language internationally,  not al l native speakers have 

the abili ty to extemporize on a given subject to a group of listeners. This is a 

skill  which extensively has to be learned and practised. Brown and Yule 

(1983: 19-20) suggest  that:  
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1.2 The speaking sub-skills  

Finally,  speaking has its own sub-skills different from the other skills . A 

good speaker must be able to synthesize this array of skills  and knowledge to 

succeed in a given exchange. Finocchiaro and Brumfit (1983: 140), state that  

learners have to:  

a)  think of ideas they wish to express,  either initiat ing a conversation or 

responding to a previous speaker;  

b)  change the tongue, lips and jaw position in order to art iculate the 

appropriate sounds;  

c)  be aware of the appropriate functional expressions, as well as 

grammatical , lexical,  and cultural  features to express the idea;  

d)  be sensitive to any change  in the “register” or style necessitated by 

the person(s) to whom they are speaking and situation in which the 

conversation is taking place;  

e)  change the direction of their thoughts on the basis of the other 

person‟s responses.  

 

In speaking, the learner has to acquire these sub -skills of knowing what,  

how, why, to whom and when to say something .  Once again,  the teacher‟s role 

is to monitor students‟ speech production to determine what skil ls and 

knowledge they already have and what areas need development. Hence, the 

responsibility of the teacher is to devise activities that can address different 

skills by providing authentic practice that prepare s students for real life 

communication.  

… The teacher should realize that simply training the students to produce short turns 

will not automatically yield a student who can perform satisfactory in long turns.  It 

is currently fashionable in language teaching to pay a particular attention to the 

forms and functions of short turns 

…It must surely be clear that students who are capable of producing short turns are 

going to experience a lot of frustration when they try to speak the foreignfflanguage.    
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2.  The relationship between speaking and the other skills  

 

The aim of language teaching courses are very commonly defined in 

terms of the four skills:  speaking, listening, reading and writing. The teacher 

focuses attention on one skill at a time. Thus, in one lesson specia l attention 

is paid to speaking,  in another to writing and so on. This sometimes reflects 

the apparent needs of the learners the objective of the course,  and the method 

followed by the teacher.  Although, often treated separately,  the four skills  are 

actively related. The diagram below shows how all the four skills are related:  

 

 

 

 

  

 

 

 

Diagram 1: Inter − relationship of the four skills  Donn Byrne 1976  

 

Let us begin by reviewing what is  usually said about the four skills.  

Listening and reading are called „receptive skills‟,  the other two „productive 

skills‟.  The first two are useful sources of experience, but active participation 

in- and feedback on-speaking and writing the target language is essential  to  

foster progress and reinforce learning.  

 

 

Written  Language  

Receptive  

Skills 

Spoken language  

Understanding           Speaking 

 

    Reading                     Writing 

Productive  

Skills 
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2.1.  Speaking vs. Writing 
 

Brown and Yule (1983: 20) begin their discussion on the nature of 

speaking by distinguishing between spoken and written language. They point 

out that for most of its  history; language teaching has been concerned with 

the teaching of written language. This language i s characterized by well -

formed sentences which are integrated into highly structured paragraphs.  

Spoken language, on the other hand, consists of short, often fragmentary 

utterances, in a range of pronunciation. There is often a great deal of 

repetition and overlap between one speaker and another.  

A major difference between speech and writ ing is that the speaker does 

not typically use full sentences when speaking. In this case we can use the 

term utterance rather than sentence. They are short  phrases and cla uses 

connected with “and” ,  “or” ,  “but”  or”  that” ,  or not joined by any conjunctions 

at  al l but simply spoken next to each other,  with possibly a short  pauses  

between them. The spoken language of idea units is  simpler than writ ten 

language with its  long sentences and dependent and subordinate clauses.  

Written English is organized into paragraphs, pages, chapters and complete 

texts.  There is also a situation where speakers use less specific vocabulary 

than written language. Examples of this include the use of  „things‟, „it‟ and 

„this‟.  They usually use syntax in a loosely organized manner and a set  of 

fillers such as „well‟,  „oh‟ and „uh uh‟ make spoken language feel  less 

conceptually dense than other types of language such as expository prose.  

Harmer (2005) f inds it is  important to define some differences between 

speaking and writing for better understanding of their nature.  He claims that  

because the audience to whom we are writing is not always present and most 

of the cases are unknown audience. When we writ e, all the information have 

to be on the page. The reader cannot stop and ask a question to make things 

clearer. Whereas in speaking, we have the advantage of interacting with “co -

participants”, whether we know them or not.  This is, of course, is  highly 

beneficial because the speaker may modify his speech according to his co-
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participant reactions. Another important difference between the two 

productive skills  lies in the concept of durability.  Writing is more durable.  

However, when we speak, our words just live to few moments. When we 

write,  our words may l ive for years or even centuries. For this reason, writing 

is used to provide a record of events.  

There are also similari ties between writ ing and speaking. Lindsay and 

Knight (2006: 60) state that  we speak differently depending on whom we are 

speaking to and for what reason. Similarly with written language, the type of 

writ ing varies depending on whom it  is written for and why.  

To conclude, we should not think of spoken language as something 

unimportant or inferior.  In fact ,  i t  is a very important element of language 

learning.  

2.2.  Speaking vs. Listening comprehension  
 

Foreign language teachers (FLTS) need to understand that  a high 

proportion of class time should be devoted to developing oral productive 

skills . However,  listening or understanding cannot be left  to take care of  

itself.  In their book on listeni ng, Avery and Ehrlich (1992: 36) distinguish 

between reciprocal and non-reciprocal listening. The latter refers to tasks 

such as listening to the radio or formal lectures where the transfer of 

information is in one direction , only from the speaker to the listener.  

Reciprocal listening refers to those l istening tasks where there is  an 

opportunity for the l istener to interact  with the speaker  and to negotiate the 

content of the interaction. They stress the active function of the  listening. 

Byrne (1976: 8) states that  the listening skill  is  as important as the speaking 

skill,  because both the speaker and l istener have a positive function to 

perform. Thus, what makes up the whole communication is the 

interrelationship between speaker and listener during face -to-face 

communication. Listening is essentially an active process. Nunan (1989: 23) 

states that:  

 

 

We do not  simply take language in l ike a  

tape-recorder ,  but  inte rpret  what  we hear  

accord ing to  our  purpose in  l is tening and our  

back ground kno wledge.  
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The listener has to identify and select those spoken signals from the 

surrounding sounds, to segment the signals into known wor ds, to analyze 

syntax and extra meaning and then respond appropriately to what has been 

said. Usually,  the l istener‟s attention will be focused on the meaning rather 

than the form. Listening processes involve two models: bottom -up and top-

down model.  Bottom-up models work on the incoming message itself,  

decoding sounds, words, clauses and sentences. Working one‟s way up from 

smaller to larger units to obtain meaning and to modify one‟s prior  

knowledge. Top-down models use background knowledge to assist in 

comprehending the message (Nunan, ibid).Receptive but not passive, listening 

is an active skill  because it  requires from the listener not simply to hear 

utterances but to listen and to understand what has been said.  

 

However, we can learn from the mother tongue experience. The scope of 

listening comprehension should be treated as an integral part  of the speaking 

skill.  Consider what will happen when the learners try to use the target 

language outside the classroom and where they are exposed to natural  

speech.Understanding breaks down almost immediately.  In addit ion, poor 

understanding often results in nervousness which will  probably in turn inhibit  

speech. The reason behind this is simply not sufficient to expose the learners 

to those samples of spoken language (dialogue or teacher talk) in order to 

provide the students with models of oral production. Byrne (1976: 9) gives  

two main reasons why this is  inadequate:  

 

a)  The learners‟ ability to understand need to be considerably extensive 

in order to be „comfortable ‟ in a foreign language and therefore to 

communicate effectively.  Thus, the teacher has to provide learners with a 

broad receptive base.  

b)  The learners need suitably varied models of natural  speech. Thus, the 

listeners have to be taught to listen as well as to speak.  
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In the communicative movement,  both the listening and the speaking 

skills receive a special  attention. To sum up, the listening skill  is as  

important as the speaking skill  because to communicate face to face has to be 

developed in tandem. 

 

3.   Student’s psychological problems  

 

The goal of teaching the oral  skill is to enhance communicative 

efficiency. Every act of communication does not involve a rapid -fire 

exchange. In fact,  when learners try to express them selves.  There is 

hesitat ion; cliché expressions which fi ll  in pauses, much repetition and 

frequent indefiniteness as the speaker seeks the most convenient combination 

of element to express his intended meaning (Rivers, 1968: 192 -8). These 

difficulties are due to a lack of interest in the subj ect, poor listening practice,  

deficient vocabulary, or lack of self confidence and the fear of making 

mistakes.  

 

3.1.  Lack of interest in the subject  

 

In a foreign language classroom, the student may often stay silent 

because he has „nothing to say‟ in that  moment. The teacher may have chosen 

a topic which is uncongenial to him or about which he knows very little,  and 

as a result he has nothing to express in English. As well as having something 

to say, the student must have the desire to communicate something  to some 

person or a group of persons.  If the student does not have a positive 

relationship with his teacher, or feel at  ease with his classmates.  So, he may 

feel  that  what he would like to say can be of litt le interest  to them. On the 

other hand, he may be very aware of his limitations in the foreign language 

and feel that, by expressing himself in it ,  he is  laying himself open to  

cri ticize or ridicule. For these reasons,  again, he remains silent.  

 

3.2.  Poor listening practice  
 

Since speaking is essentially an interaction between two or more people ,  

listening comprehension plays a major role . The student may have acquired 
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skill  in expressing himself in the foreign language, but he has lit tle practice 

in understanding the oral language when spoken at  a normal spe ed of delivery 

in a conversation situation. The student therefore does not comprehend 

sufficient elements in the message to be able to make further contribution to 

the discussion. Students need much practice in listening to the target 

language functions which will  provide them with the breathing space 

necessary for oral performance.  

 
3.3.  Deficient vocabulary 

 

In attempting to use the foreign language to express their own thoughts,  

students find themselves struggling to find appropriate words where their 

choice of expression is severely limited. When students are learning a foreign 

language, they are unable to express their thoughts in orally mature 

vocabulary.  Thus, finding themselves now limited to expressing themselves in 

childishly simple language, they feel  frustrated and uncomfortable. The 

teacher must be aware of this psychological factor and conscious of his own 

contribution in the process of teaching. He must be aware of the fact that ,  

although they are limited in their powers of expression, they are limite d in 

their powers of expression,  they are not really the immature persons this 

deficiency might make them appear to be.  

 

3.4.  Lack of self confidence and the fear of making mistakes  
 
 

In many classes,  some students prefer to keep their ideas to themselves  

when their oral part icipation may cause unpleasantness and embarrassment,  

while others hesitate to participate in the discussion simply because they are 

afraid of being continually corrected by the teacher for every slip they make.  

 

However, students ‟  mistakes must be corrected, but when the student is  

attempting to encode his thoughts he should be inte rrupted as l ittle as 

possible. Instead, the teacher should note one or two errors of pronunciation 

or grammar which would affect communication or be unacceptable to a native 

speaker,  and brings these to the attention of the w hole class for a later  

practice.  



 

 

17 

 

 

Developing oral  proficiency in the foreign language can be done only in 

a relaxed and friendly atmosphere where student s feel  at ease with the teacher 

and with each other.  The teacher must adopt a motivating attitude in such a 

way that  al l students are involved in the learning process.  

 

4.  Teaching techniques for oral proficiency  
 

Effective teachers should use techniques -group work, role-play, problem 

solving and discussion-which encourage students to take communicative 

initiatives. Thus, they can provide them with a wide and richer experience of 

using the language as much as possible.  

 

4.1.   Group Work  
 

Despite the need for whole-class teaching and individual work, or “seat  

work” in language classroom, the use of group work has been emphasized as 

another interactional dynamics of language classroom.  A group work is a  

classroom situation where students are working within smaller units or 

groups. Through interacting with each other in groups, students can be given 

the opportunity to oral exchange. For example, th e teacher might want 

students to predict  the content of reading a text of five paragraphs.  Then, they 

are divided into five groups. Each group selects a paragraph of the text just  

reads and prepares to answer the questions put by the other groups. Each 

group has to scan a paragraph of the text for detailed comprehension and 

formulate questions to test  the comprehension of the other groups. The aim is  

to get  the students involved in oral  interaction: asking and answering 

questions, agreeing and disagreeing c ertain points of paragraph and proposing 

modifications. Indeed, it  is through this kind of tasks that researchers believe 

many aspects of both linguistic and communicative competence are developed  

(Bright & McGregor,  1970) .  

 

Oral interaction, in group, is  based on a real  at tempt to find a collective 

solution to problems. Group work is a meaningful activity because the 

students need to focus on meaningful negotiation and information exchange. 
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For this reason, students should be familiar with the discussion t opic. The 

main concern of the teacher is,  of course to get the students to talk and to  

stimulate their interest and imagination.  

 

In addition to the benefits  of group work activities, it  has a number of 

additional advantages:  

 It  reduces the dominance of the teacher‟s talk (TT) over the class  

(Mackay & Tom, 1999: 26) .  

 It  increases the opportunities for students to practise and to use new 

features of the target language.  

 It  increases the opportunities for authentic negotiation.  

 It  promotes collaboration among students. They do not simply throw 

words to each other;  they interact  orally with a purpose.  

 Group work does not only have advantages,  it  has also disadvantages,  

like:   

 It  may kill  the spirit of self -reliance.  

 From the student‟s point  of view, the v alue of help from the colleagues 

is less than the teacher‟s.  

 It  may bring potential  risks,  too, because some learners resent being 

corrected by other members of the group.  

 

To conclude, group work involving communicative tasks is essential  to  

develop oral proficiency because it  demands maximum student‟s participation 

in an orally purposeful activity.  

4.2.  Role-play 

 

Many students derive a great benefit from role -play. It can be used either 

to encourage general  oral  proficiency or to train students for specific 

situations especially where they are studying English for specific purpose 

(ESP).  Role-play is an authentic t echnique because it  involves language use 
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in real interactive contexts. It provides a format for using elements of real -

life conversation and communication (Forrest, 1992)  

Revel (1979),  sees role -play as: “an individual‟s spontaneous behavior 

reacting to other in a hypothetical situation.” (p.16) This implies that  role-

play invites students to speak through a fictitious identity in an imagined 

situation to present the view of a person without necessarily sharing them. 

Role-play involves an element of „let‟s pretend‟; it  can offer two main 

choices:  

 

a)  They can play themselves in an imaginary situation.  

 

b)  Or they can be asked to play imaginary people in an imaginary 

situation. (Byrne, 1976: 117-8) 

 

Students usually find role -playing enjoyable, for example, they might 

be given the role of an angry father awaiting the late return of his middle 

school sun from football  game. Another student could be given  the role of the 

sun. Therefore,  students have to prepare a dialogue for their presentation. 

Because role-play imitates real  life , the range of language functions that  

might be used expands considerably.   The role relationships among students 

call for practising and developing sociolinguistic competence to use the 

language skills  that are appropriate to the si tu ation and to the characters.  

Role play went through a period of relative unpopularity;  yet this pity 

since it has a dist inct advantages.  In the first  place,  it  can be a direct  

interactive method. It is  an authentic technique for language use in interactive  

contexts to train students for specific interactive skills of arguing, 

information, persuading, discussing, or complaining…etc .  It  promotes 

spontaneous oral exchanges between participants instead of reciting already 

memorized stretches. Indeed, as Dickson  (1981: 382) puts it:”learners say 

what they want to say and not what someone has told them to say.”  
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Second, role play allows hesitant students to be more forthright in their  

opinions and behavior than they might be when speaking for themselves ,  

since they do not have to speak the responsibili ty for what they are saying.  

Third,  by broadening the world of the classroom to include the world 

outside, role play allow students to use a much wider set of language use.  

Role-play is an effective technique when it  is  open -ended so that  

different people would have different views of what the outcome should be 

and consensus has to be reached. There is a dynamic movement as the role -

play progresses with students who lack self -confidence or have lower 

proficiency levels.  To succeed with role -pay, the teacher has to give each 

student who does not play his role appropriately a card that describes the 

person or the role played. The teacher needs not only to identify the situation 

which will stimulate the discussion but also give them the role that  matches 

the requirements of their personali ties. Topics for role play should be taken 

from students‟ current interest  and anticipated experiences.  This will 

contribute to increase the student‟s self-confidence as a speaker and his 

motivation to participate more.  

4.3.  Problem solving 

 

Barker and Gaut  (2002: 160) defined problem solving as follow:  

 

 

 

 

 

 

The label has been used to group together a range of activities which 

require the learners to find solutions to problems of different kinds. Duff 

(1986; in Nunan, 1989: 44) discovered that problem solving tasks prompted 

more interaction than debating tasks.   

 

A problem-solving  group is a group of people who 

work together to solve a problem  by  collecting 

information about the problem, reviewing that 

information, and making a decision  based on their 

findings  
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The problem tasks  range from the imaginary to the more realistic. The 

latter involves processes which have some kind of realist ic application in 

which the students become involved in an effort  to achieve a goal. In problem 

solving, students are involved in pooling informat ion to solve a problem 

through oral  expression and negotiation of meaning.  For instance, the teacher 

describes the task to the students: „you are stranded on a desert  island a long 

way from anywhere.  There is a fresh water spring on the island, and there a re 

banana trees and coconut palms. The climate is mild. Make a list of eight to 

twelve things which you th ink are necessary for survival.  Apart  from the 

activities focusing on the likes and dislikes of individual learners,  which 

therefore need a init ial  phase where each student works on his own, most of 

the problem-solving tasks require pair or group work throughout. Thus, 

students can be asked to solve the problem individually or collectively.  The 

latter is calling for cooperative negotiation. Problem solv ing activities 

demand that  the learners themselves make suggestions,  give reasons,  accept,  

modify or reject suggestions and reasons given by others.  

 

Problem solving can be of two kinds: short -term task and long-term task 

or project . The former can be done  in course of one class session while the 

latter is more time consuming that may take many sessions and longer. An 

example of a short -term problem-solving task includes putting items in 

categories. For this kind of activities, the students have either to c lassify 

items according to categories giver by the teacher or to identify them by 

themselves. The students are given a list of 10 -15 items, such as occupations 

(bank clerk, truck driver, policeman teacher lawyer, etc …) and asked to 

locate them under heading according to different features.  Like, physical /  

mental  work, indoors / outdoors,  with people / alone etc.. .  Such short -term 

activities are task-centered and can be presented in a relatively simple way 

(i.e.  they do not require a lot  of explanation in order to set  up; nor do they 

generally need any support  materials).  It  can be comfortably done in one class 

session of 20 -30 minutes.  However,  some teachers regard any activity which 

involves individual or group research  over a period of time as project  work.  

Very often this kind of activity is topic -centered and results in the production 
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of a piece of writ ten oral report  or both.  For example, the teacher often asks 

students to develop a presentation on a particular histor ic period and to 

generate written products appropriate to the period. Students might conduct 

diagrams or realia to support the project. This example shows that teachers 

attach more importance to activities which  get the learners out of the 

classroom, particularly those that  involve the collection of data through 

information search, information exchange and information synthesis.  

 

In some way, these activities provide a framework language use in a 

range of communicative function that is likely to occur.  Learners also develop 

greater skills for managing the interaction , e.g. signaling disagreement or 

interrupting without offence.  

 
4.4.  Discussion 

 

Discussion is any exchange of ideas and opinions either on a class basis 

with the teacher‟s role as a mediator and to some extent  as participator, or 

within the context of a group, with the students talking among themselves. It  

may last  for just a few minutes or it  may continue for a whole lesson (in case 

of advanced learners who have a good command of foreign language). It may 

be an end in itself; a technique for developing oral expression through 

exchange of ideas, opinions,  arguments and points of views. We can say that  

this technique is student–directed and teacher–guided discussion. (Hill  and 

Ruptic 1949; in Byrne, 1976).  For example, all  students can be asked to read 

a single book or story which can be discussed in one session upon completion 

of the reading.  Discussion groups (also called li terature circles and book 

clubs) can last from one to two or three session depending on t he length of 

the book.  

 

While discussion has many advantages, some benefits for second 

language learners include: increased comprehension levels;  opportunities to 

improve listening skills and develop spoken language proficiency; increased 

participation of quiet and shy students and more time for teacher observation 

of students learning.  
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One of the reasons that  discussions fail  is that  students are reluctant to 

give an opinion in front of the whole,  especially if they cannot think of 

anything to say and are  not confident of the language they might use to say it.  

Many students feel extremely exposed classroom in discussion (Barnes and 

Todd, 1977: 81) . Teachers have to keep in mind that topics for discussion are 

not selected at random. The first step toward su ccessful  discussion is that the 

teacher has to respect the following: 

 

 Provide the students with a variety of sources of input (both topical 

information and language forms),  newspapers,  video -recording, or simply text 

so that  they can have something to say and the language with which to say it.  

 Offer choices relevance to professional / educational level of the 

students to feel comfortable with the topic chosen from several choices.  

Discussion does not always have to be about serious issues.  Students are 

likely to be more motivated to participate if the topic is  television programs 

rather than how to combat pollution.  

 Set a goal or outcome of discussion as group product, such as a letter 

to the editor.  

 Use small groups instead of large g roups or whole class discussion as,  

large groups can make participation difficult .  

 Give 8-15 minutes, for discussion. Allow them to stop if run out of 

things to say.  

 Allow students to participate in their own way. Do not expect all  of 

them to contribute to the discussion, some students may feel  uncomfortable to 

talk about certain topics.  

 Do „report back‟ session to report the main results of their discussion.  

 Do linguistic follow-up at the end of the discussion; give feedback on 

grammar or pronunciation problems.  

Through well-prepared discussion, the teacher‟s role is not to force his 

opinions on the students but rather to encourage them to express theirs. The 

teacher‟s opinion, if offered at all,  should only serve to stimulate further 

ideas on the part of the students,  not to inhibit  them. Secondly, the teacher 
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should appear more interested in the ideas at least in the beginning. 

Sometimes, of course, the teacher may have to help students to get their 

message across, or make their meaning clear. Also the teacher al so has to  

keep the channels of communication open not of course by doing all the 

talking himself,  but by stimulating students talks through questions which 

server as stimuli for discussion as long as they generate controversial  

opinions amongst the students.  

5.  The roles of the teacher  

 

The primary role of the teacher is to create the best conditions for 

learning. The teacher needs to play a number of different roles during 

classroom procedures. However, Harmer (2001: 275-6) suggests three roles if  

the teacher  is  trying to get students to speak fluently:   

 

 Prompter: the teacher should become a prompter when students get lost,  

stuck and cannot think of what to say next, or in some other ways lose the 

fluency the teacher expects of them. The teacher , in this role,  should be very 

careful not take initiative away from the students. He can leave them to 

struggle out of such situations on their own, and indeed sometimes this way is 

the best option. However the teacher may offer discrete suggestions. This will  

stop the sense of frustration that some students feel  when they come to a 

„dead end‟ of language or ideas.  

 

 Participant: in any part  of the lesson there is always a chance for the 

teacher to participate in discussions, as an equal not as a teacher. In this way 

the teacher can prompt covertly,  introduce new information to help the 

activity along, ensure continuing students involvement,  and generally 

maintain creative atmosphere. However, the teacher should be very careful of 

participating too much, thus dominating t he speaking and drawing all the 

attention.  

 Feedback provider: the teacher should be very careful of when and how 

to give feedback in the speaking activity,  over -correction may inhibit  them 

and take the communicativeness out of the activity.  On the other hand, 
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positively and encouragingly correction may get students out of difficult  

misunderstanding and hesitations. Everything depends upon teacher tact  and 

the appropriacy of the feedback provided.  

 
6.  Assessing  speaking 

 

The term assessment refers to more than tests and grades. Actually,  

Haley and Austin (2004: 117) state that  “ [it]  involves development of 

materials, processes,  activities and cri teria to be used as to ol for determining 

how well and how much learning is taking place.” Similarly,  Lindsay and 

knight (2006) state that :  

 

 

 

 

 

In foreign language teaching, it  is important to assess all learners‟ 

language skills  and not just their use of grammar or vocabulary.  In speaking, 

assessment involves the learners‟ knowledge of the language items and  the 

abili ty to use this knowledge to communicate in that language . 

  

Thornbury (2005: 124) states that  speaking assessment can be done 

either formally or informally.  Informal assessment can take place at the 

beginning and at end of the language courses as  well as at various occasions 

during the course itself -by asking questions to check whether the learners 

have understood or not. On the other  hand, format assessment can be done 

through tests-using placement,  diagnostic,  progress or development tests -  

and examinations l ike the Cambridge Certificate in English language 

Speaking Skills (CELS), the International English Language Testing Service 

(IELTS) examination, and the examinations offered by Cambridge ESOL.  

Testing can have a significant influence on how  a teacher works with his 

learners and also influences how learners learn. It may seem easier to prepare  

a grammar test.  However, testing speaking in not an easy task because of the 

complexity of the skill.  The problem, however, with including an oral  

Assessment i s  the  process o f  analyz ing and  

measur ing knowledge and abi l i ty ,  in  th is  case,  the  

learner’ s  knowledge of  the    language and  ab i l i ty  

to  communicate .  (p .121)  
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component in a test  is that  it  complicates the testing procedure  in terms of 

practicality and the way assessment criteria can be reliably applied. Setting 

and making a written test  of grammar is relatively easy and time -efficient.  A 

test  of speaking, on the other hand, is not . As an example; we may use an oral  

interview which forms a common kind of foreign language tests. During the 

test , all  the learners of a class have to be interviewed individually,  the stress 

caused, and the time taken, may seem to be g reater than the benefits.  

Moreover,  the teacher may have different cri teria or standards for judging 

speaking Thornbury (2005: 125)  

 

Language teaching program that  priorit izes the speaking skill but does 

not assess it  cannot be said to be doing i ts job pro perly.  Testing plays a major 

role in foreign language learning, both as a motivational factor to „do more 

speaking‟ in class and as tool for the teacher to determine what skills and 

knowledge the learners already have and what areas need more focus. Testin g 

oral production means testing what the learner does with the foreign 

language, ability to comprehend the spoken language, ability to frame a ready 

response, and the abili ty to express his ideas intelligibly with correct  

structure and appropriate lexical items. Then, teachers might also be 

interested in articulation of sounds, stress, intonation, etc.. .  

 

 It  may be difficult for the teacher to be objective in grading his 

learners. The teacher may use a variety of rating systems. A holistic rating 

when the teacher is  interested in the students‟ overall performance. On the 

other hand, analytic rating captures the learners‟ performance on only one 

aspect,  say fluency, accuracy, pronunciation, stress,  etc. ..  (Lindsay and 

Knight,  2006: 124).  So, the use of this element will be taken into account 

when the teacher finally gives a final grade. There are other times when 

speaking skills  can be assessed. Almost any activity designed to test  speaking 

are generally the same as the kinds of activities designed to teach s peaking, 

e.g. role-play, pair work, information -gap exchange, discussions, etc… 

Although fear of bad marks can som etimes be motivating, it  is  suprising to 

find the amount of power that learners feel when assessing themselves. It  can 

be a real awareness raising activity.  
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Conclusion 

 

Throughout this chapter we have focused on the fact that for teaching 

speaking, teachers should provide learners with effective oral  practice clearly 

teachers have to adopt a wide range of techniques and procedures through 

which oral  proficiency can develop. Such techniques should involve learners 

into real  communication.  

 

The next chapter will  devote to cooperative language learning, its  

underlying principles and classroom implications.  
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Introduction   

Cooperative language learning (CLL) is one of the most 

distinguished of all instructional practices. In foreign language learning, 

CLL provides students with the opportunity to use the language in 

meaningful situations. It has become a popular and relatively 

uncontroversial to the organization of classroom ins truction.  

 This chapter provides a better understanding of cooperative 

language learning; it  includes a general historical overview about CLL, a 

number of definitions will  next be presented, followed by different 

methods about learning in small  groups,  some of the c haracteristics,  and 

the goals of CLL will be discussed. The roles of the teachers and the 

learners,  and also some of the benefits  and pitfalls  of CLL are also 

considered.  

 Through this chapter, we intend to present two main types of  

information. The first  type provides a clear picture of what makes 

cooperative language learning, and the second one gives information in 

the form of practical guides to the use of the most widely forms of 

cooperative learning.  

1. Cooperative Language Learning: An Overview 

The history of language teaching has been characterized by search 

for more effective ways of foreign language learning. For more than 

hundred years, the shift within language teaching profession emphasized 

the role of the learner in the process of learning and  teaching. As a result , 

in recent years, some significant development began to take place and 

effective cooperative learning comes to the scene.  

The history of cooperative learning can be traced back hundreds of 

years and longer as far as the early twentieth century (Slavin, 1995: ix) .  

U.S. educator John Dewey held some forms of cooperation among students 

as essential to learning. He is usually credited with promoting the idea of 
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building cooperation in the classroom as  a regular and systematic basis .  

Cooperative language learning is mainly based on the works of Jean 

Piaget‟s (1965) and Lev Vygotsky„s (1962) developmental theories which 

emphasize the importance of discussion and joint problem solving among 

peers. Both of them stress the role of social i nteraction in learning.  

 

CLL is founded on significant premises about the interactive and 

cooperative nature of language learning (Richard s & Rodgers, 2001: 194).  

An essential premise of CLL is that  “learners develop communicative 

competence in a language by conversing in socially and pedagogically 

structured situations”. Social interdependence theo ry of Morton Deutch 

(1949; in Slavin,  1995: 16) explores the influence of social  

interdependence on individual interaction within a given situation. He 

indicates  that in cooperative groups, students want to achieve better 

because their classmates want them to do so.  

  

Pioneers in CLL, David and Rodger Johnson at the U niversity of 

Minnesto, Robert Slavin at Johns Hopkins University,  and Elizabeth Cohen 

at Stanford,  have devoted years of detailed research and analysis on 

cooperative, competitive and individualistic effort s to learning (Slavin, 

ibid: 3).  As a result of many years of research and practical applications,  

cooperative language learning now exists for virt ually imaginable 

instruction purpose. Other studies show that cooperative learning has 

positive effects on the relationship among students,  self -esteem, long-term 

retention and students‟ achievement.  

 

Cooperative language learning, therefore, has an ancient pedigree in 

education. Although the term may not have been frequently used, CLL in 

some forms have been practiced for decades.  
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2. An introduction to CLL  

 

In second language teaching, cooperative language learning shares 

approximately the same principles of communicative language teaching 

(CLT). As Richards and Rodgers (2001: 151) put it:  

 

 

 

 

 

 

CLL has been recognized as the instructional approach to teaching that  

promotes communicative interaction in the classroom.  

 

Unlike tradit ional methods of language teaching and learning (e.g.  

Grammar Translation Method and Audio -Lingual Method…etc),  

cooperative language learning is viewed as one of the „learner - centered‟ 

methods of language teaching. Tradit ionally, the field of  language 

teaching and learning often refers to „teacher -centered‟ instruction in 

which the teacher plays the major role in the classroom. In this classroom, 

the teacher is the knower and the director of his students  who are supposed 

to take in. A great deal of learners‟ traditional role, is that  “of students 

sitting in rows listening to teacher who stand in front of them.”  (Harmer,  

2005: 114). This kind of instruction is characterized by the teacher is the 

knowledgeable part in the classroom (Scrivener, 19 94:1).  

 

As opposed to tradit ional methods, learner -centeredness is  a central  

principle of CLL. The principle of learner centricity depends on active not 

passive absorption of the language (Nunan, 1988).  He mentions that  

learners themselves are expected to take responsibility of their own 

learning. In this context, the teacher does not abandon and neglect his job. 

Cooperat ive language learning or igina te s  

outs ide  o f language teaching,  but  because i t  i s  

compat ible  wi th many of the assumptions  of  

communicat ive language  teaching.  I t  has become a  

popular  and  relat ive ly uncontrovers ial  approach to  

the organizat ion of c lassroom teaching .  

 



 

 

32 

 

In learner-centered instruction there was a shift  in viewing the teacher‟s  

role as a facili tator.  In his role as facili tator, “it  is necessary to provide 

questions to challenge thinking, give directions,  explain activities,  clarify 

procedures students should use on an activity,  and check students‟ 

understanding” (Slavin,  1995: 132 ) .  This view to teaching does not 

necessari ly mean that the teacher receives passive role while learners act  

as leaders. Moreover, the teacher‟s job is to create a success full  learning 

environment for effective learning to take place.  

 

Traditionally,  most teachers make use of individual work or 

“seatwork”, and whole -class instructional methods more frequently than 

others. Good and Brophy (1987; in Richards and Lockhart ,  1996), state 

that  in whole-class:  

 

 

 

 

 

 

 

 

In these classrooms, Chaudron (1988:51) finds that 70% of the 

classroom time is taken up by teacher talking t ime (TTT). This type of 

instruction can be very beneficial  in undergraduate education because, “it 

enables the teacher to teach large number of stu dents at  the same time.”  

(Richards & Lockhart , ibid, 148). Research suggests that  whole -class 

instruction methods seem to have serious and dramatic  effects than its  

benefits . Usually the teacher may feel that all the students have an equal 

opportunity to participate in the class, but this is not always true. Again, 

Richards and Lockhart (ibid) argue that “such instruction is teacher –

dominated, with little opportunity for active student‟s participation.” (P. 

148).  

The teacher  typical ly  begins a  lesson by 

reviewing p rerequisi te  mater ia l ,  then introduces  and  

develops new concepts  or  ski l l s ,  then the group in a  

reci ta t ion or  supervised  pract ice or  app lica t ion act ivi ty,  

and then ass igns seatwork or  homework fo r  s tudents to  

do on the ir  own (p.147) .  
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Although the need for whole -class instruction and individual work, 

teachers need to include other types of teaching in their classes to provide 

learners with a variety of opportunities for communicative interaction. 

Recently various alternatives have been proposed which emphasize the use 

of pairs and small groups in the classroom (e.g. Cooperative Learning, 

Collaborative Learning and Communicative Language Teaching). Through 

interacting with each other in pairs or groups, many researchers (e.g. Ell is,  

2003) believe that both linguistic and communicative competencies are 

developed. Hatch (1978; in Richard s & Lockhart, 1996) argues that “one 

learns how to do conversation, one learns how to interact verbally, out of 

this interaction syntactic structures are dev eloped.” (p. 152). Setting 

students to work in groups is so important in that “certain capacities of an 

individual are not brought out expect under the stimulus of associating 

with others” (Dewey, 1916, in Richard s & Lockhart , ibid,  266). Group 

work has also been challenged on the grounds that it  does not ensure the 

conditions needed for collaborative work to achieve satisfactory task 

outcomes or language acquisition.  

 

Recently, some significant shifts have begun to take place in this 

age-old instruction. This shift was from teacher-oriented to learner-

centered instruction, and from whole -class instruction to group work 

learning. In this sense,  great attention was given to CLL as on e possible 

way to achieve the predefined goals.  

 

3. Definitions 
 

Cooperative Language Learning (CLL), sometimes also called  

Collaborative Learning (CL) takes many forms and definitions; each of  

them emphasizing a particular aspect, but all  definitions,  more or less shed 

light on the same spot.  
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Johnson et al (1994; in Richards & Ro dgers, 2001),  in fact, have 

drawn the attention to cooperation as a distinguished principle of CLL, 

rather than competit ion in learning. In cooperative learning, they point 

out; learners benefit  more from sharing each other‟s though ts rather than 

working alone.  

 

 

 

 

 

 

 

 

 

 

 

 

As for Olsen and Kagan (1992; in Richard and Rodgers, 2001), CLL 

is that:  

 

 

 

 

 

 

 

 

This definition implies that CLL entails learners learn from  each 

other in pairs or small groups. CLL in this context emphasizes learner 

accountability in which each member of the group is responsible for his 

own contribution to activity.  

 

      Cooperat ion is  working together  to  

accomplish shared goals .  Within coopera tive  

si tua tions,  individuals seek outcomes  

beneficia l  to  themselves  and a l l  o ther  group  

members.  Coopera tive  learning is  the  

ins truc tional  use o f  small  groups through 

which students work together  to  maximize  

their  own and  each other‟s learning.  I t  may 

be contras ted wi th competi t ive learning in  

which students work aga inst  each other  to  

achieve an academic   goa l  such as a  grade  

of «A».  (p .  195) .  

 

Cooperat ive learning i s  group learning ac tivi ty 

organized so that  learning is  dependent on the  soc ial ly 

structured exchange of  information between learners in  

groups in  groups and in  which ea ch learner  is  held  

accountable for  his or  her  own learning and i s  motiva ted  

to  increase the learning of o thers (p .  192) .  
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Regardless of the definition taken or how it is used, the goals are the 

same. Thus, CLL is an approach to language teaching that aims to foster 

cooperation rather than competition, to develop communicative 

competence through the use of interactive group activities, and to increase 

opportunities for learners to use the target. CLL is one teac hing method 

among many that  its  objectives will  derive from the context in which it  is  

used.  

 

4. Cooperative Language Learning Methods  
 

Cooperative Learning is not new to teaching. Since 1920, teachers 

have been used to encourage their students to work together on occasional 

group projects,  discussion or debate groups and so on. However, until  

1970, some significant research on specific ap plications of cooperative 

learning to classroom setting began to take place.  As a result , many 

cooperative learning methods are available.  It  is  now possible for teachers 

to select  from a wide variety of cooperative methods to achieve different 

teaching outcomes. Some of these methods which have been extensively 

researched and widely used are Student team -Achievement Division, 

Jigsaw and Group Investigation.  

 

4.1.  Students team-achievement division (STAD)  

 

In STAD, teams should be assigned in groups of four or  five 

which are mixed in academic performance, sex and race or ethnicity.  

The major goal of the team is “to make sure that their teammates  have 

learned the material .” (S lavin,  1995: 78).   After a period of team 

practice,  the students take individual quizze s. Although, students study 

together, they are not allowed to help each other with the quizzes.  This 

individual accountability motivates students to do a good job by 

explaining to each other as the only way to ensure team success is for 

all team members to  master the information and the skills  being taught.  
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The success is based on improvement points;  that  is,  students‟  

quiz scores are compared to their own past  average, and points are 

given to each team based on the degree to which students work harder  

and perform better than their own earlier performance. These points 

are then summed to obtain team scores.  Some teachers provide some 

kinds of recognition or reward to students on „Great team‟ or „Super 

team‟ (S lavin,  1995: 5).  

 

In cooperative learning methods, STAD is the most appropriate 

technique for teaching every imaginable subject . In foreign language 

classrooms, this may be useful for teaching vocabulary and grammar 

forms. In this type of cooperative learning, students would be learning 

specific grammatical feature;  then, they would be given the 

opportunity to ensure that team members have mastered the rule in 

communicative contexts. STAD is one of the simplest of all  

cooperative learning methods, and it is a goal model to begin with for 

teachers who are  new to the cooperative approach.  

 

4.2.  Jigsaw II  

 

The Jigsaw method was developed by Elliot Aronson (1978).  A more 

practical and easily adapted from of Jig saw, Jigsaw II is  provided by 

Slavin. In this method, students work in heterogeneous teams, exactly as 

in STAD. The students are assigned chapters, stories, or other units to 

read, and are given ‟expert sheet‟ that  contains different topics for each 

team member to concentrate on while they read. When everyone has 

finished reading, then students from different  teams with the same topic 

meet in an „expert group‟ to discuss their topics. The experts then return 

to their teams and take turns teaching their team members. However, it  is  

important that the teacher distributes quizzes and allow enough time of 

every one to finish.  Team scoring for Jigsaw II is  the same as scoring for 

STAD. Also, as in STAD, success full  team may earn certificates or other 

rewards.  
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Aronson‟s original Jigsaw resembles Jigsaw II in most respects, but 

it  also has some important differences .  In the original Jigsaw, students 

read topics different from those read by their teammates.  “This has the 

benefit  of making the experts possessors of unique information, and thus 

makes the team each member‟s contribution more highly.” (S lavin, 1995, 

126).  The advantage of Jigsaw II is  that all students read the material,  

which may make unified concepts easier to understand. Jigsaw is one of 

the most flexible of the cooperative learning methods. In second language 

acquisition, this method would be very cond uctive to discussion and 

negotiation of meaning in the target language.  

 

 

4.3.  Group Investigation  

 

Group investigation is a form of cooperative learning that dates  

back to John Dewey (1970, in S lavin,  ibid: 11), but has been redefined in  

more recent years by Shlomo and Yael Sharan at the University of Tel 

Aviv. In this method, group composition is based on students‟ interest,  and 

it  is  heterogeneous. Students form their own two-to-six groups. Slavin 

(ibid: 112) believes that “cooperative interaction and commun ication 

among classmates are best  achieved within the small group, where 

exchange among peers and cooperative  inquiry can be sustained.” The 

teacher and students need to experience a variety of communicative and 

social skills that establish norms of approp riate cooperative behavior in  

the classroom.  

 

As the name suggests, group investigation requires the students to 

seek information from a variety of sources inside and outside the 

classroom. In group investigation, groups choose topics from a unit  

studied by the entire class. A central  role to group investigation is 

students‟ cooperative planning of the learning task. Each group members 

takes part  in determining what they want to investigate in order to solve 

the problem, which resources they need, which wil l do what and how they 
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will present their project to the class as a whole. Usually there is a 

division in the group that enhances „posit ive interdependence‟.  

 

Group investigation exposes students to constant evaluation by both 

classmates and by the teacher  more than traditional whole-class 

instruction. This kind of evaluation is more appropriate for advanced 

levels. In second language acquisit ion, group investigation offers many 

opportunities for meaningful language use.  

 

5. Characteristics of CLL 

 

Cooperative language learning differs considerably from traditional 

language teaching methods. Thus, comparing cooperative language 

learning with tradit ional language teaching will il lustrate the principal 

characteristics of language learning.  

 

 Table 5-1 summarized the main differences between cooperative 

language learning and traditional language teaching (based on the research 

of Johnson and Johnson, 1991; Nunan, 1989; in Zhang, 2010: 81).  

 

 Traditional language 

teaching 

Cooperative language learning 

Independence Non or negative  Positive 

Learner roles  Passive receiver and 

performer 

Active participator,   

Autonomous learners  

Teacher roles  The center of the classroom, 

controller of teaching pace 

and direction, judge of 

students‟ right or wrong, the 

major source of assistance, 

feedback, reinforcement and 

support  

Organizer and counselor of group 

work, facilitator of the 

communication tasks, intervener to 

teach collaborative skills  
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Materials  Complete set  of materials for 

each student  

Materials are arranged according to 

purpose of lesson. Usually one group 

shares complete set materials  

Type of 

activities  

Knowledge set recall and 

review, phrasal or sentence 

pattern practice, role play,  

translation, listening etc  

Any instructional activity,  mainly 

group work to engage learners in 

communication, involving processes 

like information sharing, negotiation 

of meaning and interaction  

Interaction Some talking among 

students, mainly teacher-

student interaction  

Intense interaction among students, a 

few teacher-student interactions  

Room 

arrangement 

Separate desks or students 

placed in pairs  

Collaborative small  groups  

Student 

expectation 

Take a major part in 

evaluating own progress and 

the quality of own efforts 

towards learning. Be a 

winner or loser  

All members in some way contribute 

to success of group. The one who 

makes progress is the winner  

Teacher-

student 

relationship 

Superior-inferior or equal  Cooperating and equal  

 

Table5.1:  Comparison of cooperative language learning and trad itional 

language teaching. (  Zhang, 2010: 82)  

 

Cooperative language learning represents the systematic and 

carefully planned use of group -based procedures.  It seeks to overcome 

some of the weaknesses of traditional group work. It was typically 

informal,  unstructured, and  only used on rare occasions (S lavin, 1995: 

ix). Macaulay and Gonzalez (1996: 2) characterize it  as follow:  
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Similarly,  Olsen and Kagan (1992; in Richards & Rodgers, 2001: 

196) propose the fo llowing characteristics for the succes s of group-

based learning in CL.   

 

5.1. Positive interdependence of CLL  

 

The essence of the cooperative group is the development and 

maintenance of positive interdependence among group members .  

Richards & Rodgers (ibid), state that: “Positive interdependence occurs 

when group members feel  that  what helps one member helps all  and 

what hurts one member all .” (p.196).  It  means each group member 

depends on each other to accomplish a shared goal. Without the he lp of 

one member, the group is not able to reach the desired goal. For 

cooperative groups to be effective, group members should engage in 

team building activities that deal explicitly with the development of 

mutual support within the group. Studen ts need access to activities in 

which they learn from each other as they ask for help and receive help        

from one another.  

 

 

 

 

The ins truc tional  use o f  smal l  groups so that  learners  

are ab le to  work together  in a  manner  that  enhances both 

group and ind ividual  learning.  The key to  coopera tive  

learning i s  the careful  s tructur ing of learning groups.  There  

are many ways to  s truc ture  such groups,  but  some of the key 

elements are build ing inte rdependence,  the  designing of 

interac tive  processes,  and account ab il i ty … the bui lding of  

soc ial  ski l l s  around  such areas as dec is ion making,  

communicat ion,  and  confl ic t  management  i s  also 

fundamental  to  coopera t ive learning.  
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5.2. Group formation 
 

Group formation is an important factor in creating positive 

interdependence. Richards and Rodgers (2001: 196) state that  while 

the teacher breaks down his classes into pairs and small groups, many 

factors should be considered:  

 Considering group size: typically group size is from two to four.  

This will  depend on the tasks the students have to carr y out,  students‟ 

age, and time division.  

 Assigning students to groups: groups can be teacher -selected,  

random, or students -selected.  

 Suggesting student‟s role in groups: Each group member has a 

specific role to play,  such as noise monitor,  recorder, or sum marizer.  

 

5.3. Individual accountability  

 

In cooperative learning, each group member is  held accountable for 

success of the cooperative group, because it places responsibility for 

action and progress on each of the group member.  Individual 

accountability takes into account both group and individual performance, 

for instance, by assigning a grade for his own contribution of the team 

project  or by or by calling on a student at random t o share with the whole 

class (Slavin, 1995: 42).  

 

Learner accountabili ty can be  reached by giving each group member a 

specific role to perform. The importance of individual accountability is in  

providing learners with an incentive to help each other and to motivate 

each other to achieve a shared outcome (S lavin, ibid:  43).  

 

5.4. Social skills  

 
 

The student does not know how to interact effectively with his 

classmates. Social skills like other skills should be taught and 

reinforced, because it determines how students should interact with 
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each other as teammates.  Larsen -Freeman (2000: 164)  states that  “in 

cooperative learning, teachers teach students collaborative skills  so 

that  they can work together more effectively”.  Usually some explicit  

instruction in social  skills is needed to ensure successful interaction. 

In cooperative tasks, students need to develop “skills in negotiating 

(clarifying seeking clarification, checking for comprehension, problem 

for more information) as well  interaction skills in turn taking, listing, 

encouraging, helping, disagreeing” (Arnold, 1999 : 3).  

 

5.5. Structuring and structure 

 

While it is clear that , all the other characteristics (e.g.  

individual accountabili ty, social skills, etc…) enhance the 

achievement outcomes of cooperative learning, there is  some evidence 

that carefully structuring interactions among students in groups al so 

can be effective,  even in the absence of group rewards (S lavin, 1995:  

43)          

Richards and Rodgers (2001: 196) states that “structuring and 

structure refer to ways of organizing student interaction and different 

ways students are to interact such as three-step interview or Round 

Robin.”  

 

6. Goals of CLL 
 

In second language teaching, the most important goal of cooperative 

language learning is communicative interaction. There is a great deal of  

support for the idea that  interaction among students on learning task 

will  lead to improve student achievement.  Students will  learn from each 

other contribution to classroom discussions  

Richards and Rodgers (2001: 193) believe that CLL goals are:  

 To provide opportunities for naturalistic second language 

acquisition through the use of interactive pairs and group activities.  

 To provide teachers with a methodology to enable them to 

achieve this goal and one that can be applied in a variety of curriculum 
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settings (e.g.,  content -based, foreign language classrooms,  

mainstreaming).  

 To enable focused attention to particular lexical items, language 

structures,  and communicative functions through the use of interactive 

tasks.  

 To provide opportunities for learners to develop successful 

learning and communicative strategies.  

 To enhance learner motivation and reduce learner stress and to 

create a positive affective classroom climate.  

 

Thus, these constitute the main goals of cooperative language 

learning in language teaching. Clearly,  cooperative goals create pro - 

academic norms among students, and proacademic norms have important 

effects on students‟ achievement.  

 

7.Redefinition of the roles  

 

Cooperative language learning (Kagan, 1987; Kessler 1992; in 

Richards & Lockhart , 1996) attempts to redefine the roles of both teachers  

and learners in the light of methodology, which relies more on 

cooperative group work and pair work activities.  

 

7.1. Teacher roles  
 

The role of the teacher in cooperative language learning differs  

considerably from the role of the teacher in traditional teacher -directed 

teaching. The teacher‟s role changes from a deliverer of information to a 

facili tator of learning. The teacher has to create highly structured and 

well-organized environments for classroom instruction. Ha rel  (1992: 169) 

defines the teacher‟s role in the classroom as follow:  

 

 

 

 

During this t ime the teacher  interacts,  teaches ,  

refocuses,  quest ions,  c lar i fies,  supports,  expands,  celebra tes,  

and  empathizes.  Depending on what problems evolve ,  the 

fo l lo wing support ive behaviors are ut i l ized.  Fac il i ta tors are  

giving feedback,  redi rect i ng the group  with questions,  

encouraging the group to  solve i t s  problems,  extending ac tivi ty ,  

encouraging thinking confl ic t ,  observing s tudent  and supplying  

resources .  
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With CLL, Hyland (1991; in Richards, and Lockhart, 1996: 102 -3),  

states that the teacher ‟s role is  to:  

 Share the responsibility for managing both interaction and learning 

and with students.  

 Structure the learning environment so that student cooperates to 

obtain learning goals.  

 Stimulate interactive language use through group work and 

collaborative problem solving.  

 Choose classroom tasks which involve information sharing, 

cooperative reasoning, opinion sharing, and values clarification.  

 Coordinate group activities.  

 Provide clarification, feedback, and motivation support.  

In classroom activit ies, the teacher models a variety of roles,  

each of them is learned by practice over t ime.  

 

While conducting to group work, the teacher serves as a resou rce 

person and a facilitator.  S lavin (1995) states that  “[  the teacher ]  

circulates among the groups, sees that managing their work, and helps  

out with any difficulties they encounter in group in teraction and the 

performance of the specific tasks related to the learning project.” (p.  

113). In CLL the teacher can perform the role of group member,  

“sitting with students to do the task” (Ellis, 2003: 271). However, the 

problem with this specific role  is  that many students may feel  

uncomfortable to react to their teacher as participant rather than  as an 

educator.   

 

7.2. Learner roles  

 

        In CLL, the essential  role of the learner is  as a group member 

who must work with other group members to make certain that  

everyone in the group has mastered the content being taught.  In CLL, 

the student plays the major role. S lavin (1995) believes  that  in order to 
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ensure participation among students,  “[they] are expected to help each 

other,  to discuss and argue with each other to assess each other‟s 

current knowledge and fill  in gaps in each other‟s understanding.” (p.  

2). Through CL, students become responsible for their own learning. 

As Richards and Rodgers (2001) put it ,  learners “are taught to plan, 

monitor,  and evaluate their own learning” (p.199).  In this context,  this 

does not mean that the teacher has no role to perform. Instead, he is  

there as a counselor, educator, friend and facili tator of learning; his 

job is more than handing out grades and marking papers with red ink.  

 

Richard and Rodgers (2001) report that within CL work, “each 

group member has a specific role to play in a group, such as noise 

monitor,  turn-taker monitor, recorder or summarizer.”(p.197).  

Similarly,  Kagan (1994; in Woolfolk, 2004: 495) states that the teacher 

must assign a variety of roles for each group member, to make sure  

that everyone in the group is involved in a  s pecific role in 

accomplishing an overall group task. The following table l ists some 

roles that learners can perform.  

 

Role Description  

Encourager  Encourages reluctant or shy students to 

participate.  

Praiser/cheerle-

ader 

Shows appreciation of other‟s contribution and 

recognizes accomplishment.  

Gate keeper  Equalizes participation and makes sure how one 

dominates.  

Coach Helps with the academic content,  explains 

concepts.  

Question 

commander 

Make sure all students‟ questions are asked and 

answered.  
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Taskmaster  Keeps the group on task.  

Recorder Writes down, decisions and plans  

Reflector  Keeps group aware of progress (or lack of 

progress).  

Quiet captain  Monitors noise level.  

Materials monitor  Picks up and returns materials.  

 

Table7.2.1: Possible students‟ role in cooperative learning 

groups (Kagan, 1994; in Woolfolk, 2004, P.496).  

 

8. Benefits and pitfalls of CLL 

 

Cooperative learning is a powerful educational approach principally 

because of its contribution in enhancing students‟ achievement and 

productivity and providing more opportunities for communication. From 

the perspective of second language teaching, McGroatry (1989; in 

Richards & Rodgers, 2001: 195) offers the potential  advantages for ESL 

students in CLL classrooms:  

1.  Increased frequency and variety of second language practice 

through different types of interaction.  

2.  Possibil ity for development or use of language in ways that  support  

cognitive development and increased language skills.  

3.  Opportunities to integrate language with content -based instruction.  

4.  Opportunities to include a greater variety of curricular materials to 

stimulate language as well as concept learning.  

5.  Freedom for teacher to master new professional skills , part icularly 

those emphasizing communication.  

6.  Opportunities for students to  act as resources for each other, thus 

assuming a more active role in their learning.  
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There are additional important bene fits  of cooperative learning. 

Slavin (1995: 60) found that the most important psychological outcome of 

cooperative learning is its effect on students‟ self -esteem. Students‟ beliefs 

that  they are valuable and important learners are of critical importance for 

their ability to be confident decision -makers,  and ultimately to be 

productive individuals. In cooperative classroom, motivation  found to have 

great effect on enhancing students‟ performance S lavin (1995: 16) states  

that:  

 

 

 

 

 

 

 

The role of CLL in enhancing students‟ motivation has proved to be a 

major one. Focuses on the fact  that students want one anoth er to succeed 

and that is  why they help one another.  This view represents the social  

cohesion perspective.  In cooperative activities,  students need to develop 

“social skills  such as acknowledging another‟s contribution, asking others 

to contribute,  and keeping the conversation calm need be to be explicitly 

taught.” (Larsen -Freeman, 2000: 168). The main difference between the 

motivational and social cohesion perspectives lies in the fact that the 

former emphasizes that  group members help each other because t hey 

benefit  themselves as well , whereas the second holds that group members 

help each other because they care about each other.  The third major benefit  

is that “interaction among children around appropriate tasks increases their 

mastery of critical concepts (Damon, 1984; in Slavin, 1995 17). From this 

view, cooperative learning on achievement would depend on the use of 

cooperative tasks. They argue that interaction among students on learning 

tasks will lead in i tself to improved students‟ achievement (S lavin, ibid:  

42).  

     Rewarding groups based on group 

performance (or the sum of individual 

performances) creates an interpersonal 

reward structure in which group members 

will give or withhold social reinforces 

(such as praise and encouragement) in 

response to group mates‟ task -related 

efforts.  
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While many potential benefits arise when CL is used, there are 

some important pitfalls  that  must be avoided if cooperative learning is to 

be instructionally effective. For example, some “students may not like the 

people they are grouped or paired with” (Harmer, 2005: 21). However, not 

all learners are positively disposed towards working collaboratively on 

tasks.  Nunan (1989), for instance, states that the ESL learners often tend 

to favor „traditional‟ over „communication‟ activities, showing  a preference 

for teacher-centered over learner -centered participatory structures.  In  

cooperative tasks, some students find it more humiliating to make mistakes 

in front of their peers than in front of the teacher. In fact , to solve this 

problem, the teacher has to set  up the groups on the basis of students‟ 

preferences.  

 

There are other pitfalls that  make cooperative learning may  be less 

effective.  Slavin (ibid) states that  “if not properly constructed, cooperative 

learning methods can allow for the “free  rider” effect , in which some group 

members do all or most of the work while aggressive students go along for 

most of the ride.”  (p.19). Such a problem is most l ikely to occur when the 

group has a single task, for example to hand in a single report, comple te a 

single worksheet, or produce one project . Such assignments can also result  

in a situation in which students who are perceived to be less skil lful are 

ignored by other group members. To solve this problem, the teacher assigns 

each group member responsible for a unique part  of the work.  

 

Finally,  there are various problems associated with the organization 

of cooperative work that can create a negative effect on the outcome of the 

task. The physical  characteristics of the classroom, in particular the 

arrangement of the furniture can go a long way toward encouraging 

communication. For the teacher, the biggest  problem may be the crowded 

classrooms. Because of the number of the students, group discussion can 

become noisy and disruptive.  There is also the risk  of that students will  

engage in off –  task talk.  
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To sum up, CLL is an approach that  was found to have many 

advantages and benefits.  However,  many teachers emphasize the right 

decisions of conducting cooperative learning,  otherwise,  the benefits of  

CLL would not be obtained.  

 

 

  Conclusion 

 

Unlike most tradit ional language teaching method in foreign 

language teaching, cooperative language learning tends to promote 

productivity and achievement and more opportunities for cla ssroom 

communication. Furthermore, it  shares approximately the same essential  

set of principles with communicative language teaching. We know a great 

deal about the effect of cooperative learning on students and the 

conditions necessary to make cooperative  learning more effective for 

achievement outcomes. It  is  now possible for teachers to select  from a 

wide variety of cooperative methods to achieve different purposes and to 

use cooperative learning as the main organizing s cheme for classroom 

instruction and not just as an occasional activity.  
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CHAPTER THREE 

FIELD OF INVESTIGATION 
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Introduction   

So far, we have presented a review of related literature to speaking 

and cooperative language learning. The next step of any research design is to  

move to something more practical.  As long as our research is concerned, the 

most suitable method is the descriptive one. As Burns an Grove (2001, 248) 

state that  a descriptive design helps us to identify problems in current 

practice with an aim to solve them. However,  the researcher may have to draw 

on range of different procedures for collecting n eeds data,  such as: 

observations, meetings, tests and questionnaires. It is really necessary to 

employ all  these procedures and the choice will obviously depend on the aim 

of the research work, the sample under investigation, the t ime available and 

the nature of the data collected.  

The questionnaire is perhaps the most widely used for eliciting 

information from some target informants relative to their goals, attitudes and 

backgrounds. In this study, we have made use of two  questionnaires -(1) the 

teachers‟  questionnaire is designed for teachers who are believed to be in 

good position for providing data relevant to our study. (2)The students‟ 

questionnaire is  designed for inviting them to contribute information on their 

actual state of learning. When the questionnaire is  well prepared, it  enables 

the researcher to achieve a more reliable and comprehensive picture. This 

chapter, then, clarifies the research design in terms of the aim, the 

administration and the description. Moreover,  it  also contains the analy sis of 

students‟ and teachers‟ questionnaire.  

1.  Students’ questionnaire  

1.1   Aim of the questionnaire    

This questionnaire is mainly designed to d iagnose the students‟ 

evaluation of their skills and the awareness of cooperation in group work  in  

the English language. Second, it  also attempts to investigate their actual state 

of learning in terms of the use of cooperative group work.  
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1.2  Administration of the questionnaire  

 

Given the impossibil ity to conduct the research on the whole population 

under investigation, we have administered the questionnaire to third -year 

LMD students belonging to different options: applied l inguistics, civilization 

and literature,  and language sciences.  

 

It  is worthy to mention that the questionnaire took place in Ma y 2010,  

at the central library and the library of languages and human sciences. In both 

libraries, we have a totali ty of forty (40) students.  

 

Taking diversity of the students makes us, far from being biased. The 

questionnaire was administered to forty (40 ) students for one hour.  Among 

thirty six (36) handed back questionnaires, twenty nine (29) were returned in 

the same day and six (06) few days later.  The questionnaire was administered 

in a friendly and relaxed environment. The questions were clear enough  in 

order to help the students ' understand and thus provide appropriate answers.  

 

1.3    Description of the questionnaire  

 

In designing the present self -completed questionnaire for research 

purposes, the items required answers with dichotomies (yes/no question), or 

picking up the most appropriate answer from a series of options, or open 

questions asking the students to give their opinions or to explain their 

choices. The questions revolve around four headlines each one of which 

covers the variables selected and each particular aspect of our study.  

 

1.3.1  Section One: General questions (Q2 -Q1): 

In this section the students were asked to indicate their sex in (Q1).  

In (Q2), students are asked if they find speaking in English: five 05 rating 

options were proposed ranged from, very easy, easy, difficult or very 

difficult.  
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1.3.2  Section Two: students' perception of the speaking skill (Q3 -

Q9): 

This section seeks information about some aspects of the speaking skill .

In the first place, students are asked to pick the most important skill that need 

to be developed most  :speaking, listening, writing or reading and then they 

had to explain their choices (Q3).  This question seeks information about how 

the students rate their oral  performance in English whether i t  is  high, above 

average, average, below average or low (Q4). In (Q5), students are asked if 

they consider that  the oral  expression courses help them to improve their oral  

performance very much, somewhat,  don't  know, not very much, or n ot at all  .

Then, in (Q6) they are asked to say whether they feel  afraid to talk or not.  In  

(Q7) they asked to identify the reasons which lie beyond their answers from a 

set of options. In (Q8), students are asked about the technique they enjoy 

best: multiple-choices were given, group work, role -play, problem solving, 

discussion, or any other techniques they had to specify.  In the last question of 

this section, they are asked if they are given the opportunity to evaluate their 

oral production or not (Q9).  

 

1.3.3  Section Three: Students' perception of their teachers' implementation  

of cooperative work (Q10-Q16): 

 

The first question of this section seeks information about students ' 

awareness of cooperative learning (Q10). The next question investigates the 

students ' preferences for individual work, pair work or group work (Q11) and 

then they are required to justify their choices (Q12).  In (Q13), students are 

asked if they find it  difficult  to work cooperatively with their classmates or 

not . 

After that , students are asked if the teacher tries to solve the problems 

encountered when they are working with their peers, is considered in question 

(Q14). In (Q15),  students are asked whether their teachers raise their 

awareness towards the skills of cooperative group work. Fina lly, students are 

asked to say whether group work helps them to:  ask and respond to more 
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question? learn to listen to different opinions? Evaluate their peers‟ 

performance or develop social  skil ls for getting along with others? (Q16) 

 

1.3.4  Section Four: students' evaluation of cooperative work (Q17) : 

 

The last question (Q17) investigates the students ' evaluation of 

cooperative work whether i t  helps in improving their speaking skil l or not ,  

and then they are required to explain why.  

 

1.4  Data collection and analysis: 

 

Section One: General questions  

 

Q1 .  Sex: 

Sex Subjects  % 

male 4 12 .12 

female 29 87 .87 

Total  33 100 

Table1: Sex 

 

 

 

 

 

 

Graph 01: Sex 
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A quick glance at this table will reveal that female students outnumber 

male.  In fact , we have recorded just four 4 male subjects out of total thirty 

three 33 (12,12 %), where as the rest is of a female sex, that is  twenty nine 29 

(87,87%) are female subject.  This adds nothing to work except that girls are 

expected to be more interested in collaborating . 

Q1 Do you find speaking in English? 

 

 

 

Table 02: students ' attitude towards speaking  

 

 

 

 

 

 

 

 

Graph02: students ' at titude towards speaking  

 

 

Options Subject % 

Very easy 
3 9.09 

Easy 
24 72.72 

Difficult  
5 15.15 

Very difficult  
1 3.03 

Total  
33 100 
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Subjects, here, are asked to say whether they find speaking easy, very 

easy, difficult or very difficult. The majority of respondents 24 or about 

(73%) believe that  speaking in English is easy, about (9.09%) said i t is very 

easy, against (15.15%) who find it difficult and onl y (3.03% who find it very 

difficult.  

For ranking speaking by difficulty,  most students (73%) find that  

speaking is easy. This, however, does not necessarily mean that they are good 

speakers.  Those who find speaking difficult and very difficult  might repres ent  

the proportion of students who never participate in the classroom.  

 

Section two  : students' perception of the speaking skil l  

 

Q3 .  Pick the most important skil l that needs to be developed most?  

 

 

 

 

 

 

 

Table 03: Emphasis in learning the skills  

 

 

 

Options 
Subjects  % 

Speaking 
17 51.51 

Listening 
3 9.09 

Writing 
8 24.24 

Reading 
5 15.15 

Total  
33 100 
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Graph 03: Emphasis in learning the skills  

 

For this section, the difficult  question was to ask subjects to pick the 

most important skill  that they think need to be developed most:  (51.51%) of 

the respondents (N=17) picked the speaking skill first, while (24.24%) of the 

respondents put the writing skill first . Then, it  is follow ed by the reading 

skill (15.15%) and listening skill (9.09%). The final classification we get 

from table N°3 is the following: the speaking skil l first;  the writing skill  

second; the reading and the listening skill  are third and fourth respectively.  

 

The aim of this question is to determine the subjects ' needs to the 

different language skills. Therefore, we have asked the subjects to pick the 

most needed skill  (Speaking, listening, writing or reading), and then they 

have to explain their choices.  

 

To begin with, we notice that  the speaking skill  came first  in the 

students ' choices, as we have seen above. For those students, speaking is 

considered more difficult than the other skills. They are likely to be poor 

speakers and need to be able to communicate usin g simple, spontaneous 

language that  is somehow fluent.  
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As for the writing skill,  and unlike speaking, only 8 respondents believe 

writ ing is most needed; these form (24.24%). Those subjects believe that  they 

should be able to write simple but correct  and w ell-organized passages.  

Insofar as reading is concerned, just 5 respondents believe it to be first  

developed, this translate into (15.15%). Those who opted for this choice 

believe that reading provides them with a large supply of vocabulary i tems 

for future use.  

 

Last, but in no way least, and unlike the other skills , only 3 respondents 

(i.e. 9.09%) have put the listening skill in the first position. These students 

believe that one has to receive language first before any oral  production takes 

place.  

 

Of course, we are not obliged to follow blindly this classification. Still  

the data obtained yields valuable information on the students ' needs.     

 

Q4 .Which of the following describes your level of oral 

performance in English?  

 

 

 

 

 

 

 

Options 
Subject

s 

% 
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Table 4: Students ' evaluation about their level in English  

 

 

 

 

 

 

 

 

Graph 4:  Students ' evaluation about their level in English  

This question acts as a support  to the one just preceding (pick the most  

important skill  that  needs to be developed most?). Subjects,  here, are asked to 

describe their speaking ability in the language class. In answer to this,  they 

are expected to rank themselves from high to l ow. 

 

We have recorded 17 respondents (51.51%) who have admitted that  their 

level of oral  performance is average. About (40%) said that  their level is  

above average; against about (10%) and (6.06%) who confess that their level 

is below average or low. Therefore,  these are not likely to participate verbally 

High 
1 3.03 

Above average 
10 39.39 

Average 
17 51.51 

Below average 
3 9.09 

Low 
2 6.06 

Total  
33 100 
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in the classroom. And if they stay silent without any attempt to participate,  

then they will not advance any further.  

 

Those who found that  their level is  approximately average and below 

average match the results obtained in the students‟ needs in terms of skills  

(see table 3, where speaking is felt  to be the skill the students need most to 

develop), however, these results do not match the teacher s ' questionnaire (see 

table N°20).  

 

Q5 .To what extend did the oral expression courses help you 

improve  your oval performance?  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Table5: Students ' att itudes toward oral expression courses.  

 

Options Subjects  % 

Very much 5 15.15 

Somewhat 10 30.30 

Don't khow 5 15.15 

Not very much 4 12.12 

Not at all  4 12.12 

Total  33 100 
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Graph 05: Students ' attitudes toward oral  expression courses.  

 

This item of information sheds light on subjects '  attitudes toward the 

whole teaching process. Five respondents (15.15%) have indicated that the 

oral courses help them improve their oral performance; (30.30%) of the 

subjects said that  they improve somewhat their oral  performance. A number 

of subjects have opted for the reverse si tuation in that (24.24%) respondents 

do not actually find their teachers ' courses helpful,  (1 2.12%) of the subjects 

say that they are not helpful at all also, we have recorded (15.15%) subjects 

who have opted for don't know.  

 

Many students do not contribute to language input partly because the 

courses are not interesting enough to stimulate their verbal participation and 

communication. It  goes without saying that  if the courses are motivating 

enough, students are seen struggling to express themselves using the language 

to express their ideas  
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Q6 .Do you feel afraid to talk?  

 

 

 

 

 

 

Table 06: Confidence in the use of English  

 

 

 

 

 

 

 

 

 

         Graph 06: Confidence in the use of English  

 

This question aims at determining whether subjects are afraid to talk or 

not.  An examination of the table above will  reveal that  the majority of 

respondents 20, or (60.60%) do not feel  at  ease to speak (they remain  silent),  

while about (40%) who consider t hemselves as talkative or able to participate.  

Yet, things not always light i.e.  not al l subjects actually are motivated to 

speak in English language. This might have several  reasons; one possible 

reason is that  respondents might be uninterested in the top ics themselves.  

Another interpretation is that the subjects are not motivated enough to speak. 

However, we cannot always consider their non -speaking to lack of  

motivation, al though motivation can play a major role to initiate speech. The 

Options Subjects  % 
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20 60.60 
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next question gives us a clear idea of some possible factors which may 

prevent students from speaking in a foreign language.  

 

Q7 .If your answer is "yes", is  it  because you :  

 

 

 

 

 

 

 

 

 

 

 

Table 07: Reasons for the inability to speak  

 

 

 

 

 

 

 

 

 

Options Subjects  % 

a.  Fear of making grammatical 

mistakes? 

5 15.15 

b.  Fear of making 

pronunciation mistakes? 

3 9.09 

c. Having deficient vocabulary 
3 9.09 

d. Fear of teacher's negative      

feedback 

6 18.18 

e.  Lack of self confidence?  
4 12.12 

a+b+d 
8 24.24 

a+c+d+e 
4 12.12 

Total  
33 100 
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Graph 07: Reasons for the inability to speak  

 

Having discussed the issue of students being afraid to talk, i t  seems wise 

to see just what makes students unwilling to use the language for oral  

communication. Subjects are, therefore, asked why they do not participate in 

the classroom, and are provided with a set of possible choices from which 

they have to choose those which best describe their case.  

 

Whereas 5 subjects (i.e.  15.15%) have indicated that  they do not 

participate because they are af raid of making grammatical  mistakes and that  

their classmates make fun of them, 3 (or 9.09%) say it  is  because they have 

deficient vocabulary as they are not talkative, and 3 subjects out of the total  

sample do not participate as they are afraid of making pronunciation 

mistakes. In fact , this problem may prevent communication and slow down 

learning. Closely related to this is the fear of teachers ' negative feedback; we 

have recorded 4 subjects, or (12.12%) who are reticent  to speak in the 

classroom since they lack self-confidence; this might keep them from making 

their way toward native speakers. So, it  is the teacher role to create friendly 

and relaxed atmosphere that pushes them to speak.  
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Q8 .Which of the following techniques did you enjoy best?  

 

 

 

 

 

 

 

 

 

 

 

 

Table 08: Kinds of techniques used for teaching  

 

 

 

 

 

 

 

 

 

 

 

 

Graph 08: Kinds of techniques used for teaching  

 

The present i tem of information is intended to ask subjects about the 

technique they enjoy best . The table above summarizes the most frequent 

techniques that teachers can use in order to carry out a speaking activity.  As 

can be noticed in table N°8, there are no major differences between the 

Options Subjects  % 

Group work 
13 39.39 
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percentages of group work and discussion. In the first  place comes group 

work with (39.39%) followed by discussion with (33.33%). Not surprising, we 

have recorded 6 cases of subjects who consider problem solving as the 

technique that  enjoys best and only (6.06%) answers opt for role play.  

 

This indicates that  in the first  place, subjects are aware of these 

techniques and secondly those who find group work enjoyable are motivated 

when they set  to work in groups.  

 

Q9 .Are you given the opportunity to evaluate your oral production?  

 

 

 

 

 

 

 

Table 9: Students‟ evaluation  

 

 

 

 

 

 

 

 

 

 

 

 

 

Graph 09 : Students‟ evaluation  

Options Subjects  % 

Yes 
10 30.30 

No 
23 69.69 

Total  
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Evaluating students ' oral production is recognized as an essential 

feature of effective teaching. The final question on speaking was 

whether they are given the opportunity to evaluate their oral production 

or not.  It  was not surprising that the majority (69.69%) said no, while 

only 10 subjects or (30.30%) said „yes‟. So, the number of yeses shows 

that  respondents are not given the opportunity to provide feedback on 

committing mistakes which can stimulate students ' participation in the 

teaching process.  Self-evaluation and peer review can be a useful 

technique in which students feel more responsible and thus more 

independent in their learning.  

Section three  : Students' perception of their teachers' implementation 

of cooperative work. 

Q10  .Have you ever heard of cooperative learning?  

 

 

 

 

 

     Table 10: Student‟s familiarity with cooperative learning  

 

 

 

 

 

 

Graph 10: Student‟s familiarity with cooperative learning  

Options Subjects  % 

Yes 10 30.30 

No 23 69.69 

Total  33 100 
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The statistics related to this item shows that  (30.30%) of the subjects have 

heard of cooperative learning, against (69.69%) who have not. That is to say, 

the majority of respondents are more likely to have a positive attitude toward 

cooperative work and this no doubt, will  affect  their learning outcomes. This 

is a quality that is  rarely found and is believed to establish a healthy 

environment.  

Q11  .In oral expression, do you prefer:  

Options Subjects  % 

Individual work 5 15.15 

Pair work 10 30.30 

Group work 18 54.54 

Total  33 100 

Table 11: Students‟ preference  

 

 

 

 

 

Graph 11: Students‟ preference 

In this item, subjects are invited to say whether they prefer individual 

work, pair work, or group work. Our aim is that  opting for one type of task in 

preference to another may help us to see the kind of instruction students‟  

prefer.  

15,15%

30,30%

54,54%

0,00%

10,00%

20,00%

30,00%

40,00%

50,00%

60,00%

individual work pair work group work



 

 

69 

The majority has indicated that they prefer having group work instead of 

other types of tasks. These are 18 subjects translating into (54.54%). Ten 

subjects, however,  are opted for working in pairs (i.e.  30.30%), and only five 

(or 15.15%) prefer to work indivi dually.  

Q12  Whatever your answer is, please justify  

In all  likelihood, those having opted for group work are of extroverts, 

sociable students who enjoy sharing and being with others. Students also like 

to feel that the space in which they meet belongs to them and strengthen their 

feeling to take risks in speaking. As for pair work, the subjects under 

investigation are also likely to be sociable or trying to be. As far as the third 

category is concerned, those students have a higher level students who may 

not want to work with a weak partner, or probably they feel  more secure to 

work individually instead of in the company of others.  

Q13  .Do you find it difficult to work with your classmates in groups?  

 

 

 

 

 

Table 12: Difficulties encountered in group work  

 

 

 

 

Graph 12: Difficult ies encountered in group work  

Options Subject % 

Yes 8 24.24 

No 25 75.75 

Total  33 100 
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In  this question , we have recorded a majority of 25 respondents, or 

(75.75%), who has indicated that they do not have difficulties when they 

work together with their classmates. This means that they are among students 

who would prefer working cooperatively for the communication of their 

thoughts. Eight or (24.24%) of the respondents have problems when they 

work together with other classmates. One po ssible interpretation is that these 

subjects are in favor for individual work. There are also other factors that  

teachers should be aware when setting cooperative work in order to get its  

substantial  benefits.  

Q14  .Does the teachers try to solve the problems e ncountered when you 

are working with your peers?  

Options Subjects  % 

Yes 20 60.60 

No 13 39.39 

Total  33 100 

 

Table13: Teachers‟ attitudes towards the problems  

 

 

 

 

 

Graph 13:  Teachers‟ attitudes towards the problems  

The aim of this question is to see whether teachers help their students to 

solve the problems encountered while working with their peers. Apparently,  
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the majority of yeses, translating into (60.60%) who are likely to be 

characterized by talkative students or perceived to be socially involved with 

their peers. On the other hand, a numerical minority of 13 subjects out of 

total  33 (i.e.  39.39%) who are l ikely to be characterized by si lent students or 

perceived to be less skillful or ignored by other peers.  

Q15  .Does your teacher raise your awareness towards the skills of 

cooperative work?  

Options Subjects  % 

Yes 9 27.27 

No 24 72.72 

Total  33 100 

Table14: Raising students‟ awareness towards the skills of cooperative 

work  

 

 

 

 

 

Graph 14:  Raising students‟ awareness towards the skills of cooperative work  

As shown in the table above, the majority of subjects (72.72%) answer 

„no‟ indicating that  their teachers do not raise their students‟ awareness of the 

necessary skill  that would really help in establishing effective learning. This 

can only be interpreted in terms of their ignorance of the necessary skil l they 

should possess or their confusion with traditional group work.  
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Nine respondents or (27.27%) state that  their teachers raise their 

awareness towards necessary skills  for group work. These teachers seem to 

understand that  group work does not mean putting students in groups.  Rather,  

it  involves more participation on both teachers and students ' part .  

Q16  .Does you feel that group work helps you to:  

Options Subjects % 

a.  Ask and respond to more questions?  17 51.51 

b. Learn to listen to different opinions?  2 6.06 

c.  Evaluate their peers' performances?  00 00 

d. Develop social skil ls for getting along  with 

others? 

00 00 

a+b 10 30.30 

a+b+c 3 9.09 

All of them 1 3.03 

Total  33 100 

Table 15: Understanding the specific skil ls of successful  group work.  
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Graph 15: Understanding the specific skil ls of successful  group work.  

 

In this question, subjects are asked to say what group work helps them to 

do. As has been noted in the previous question, only 9 subjects have reported 

that their teachers raise their awareness toward the skills needed for group 

work. A quick glance at the table above will reveal that 17 respondents out of 

(54.54%) find that  group work help them to ask and respond to more 

questions, these have placed this skill  in the first position. The second 

position is opted for by just 2 subjects (i.e. 6.06%) who believe that group 

work help them to listen to different opinions. Furthermore, we have recorded 

no subjects opting for the second skill and no respondents have opted for the 

fourth skill which is developing the social skil ls for getting along with others.  

As for the 15 subjects, when asked about these skills , 6 subjects (i.e. 18.18%) 

have opted for the firs t and second skill ,  and 9 subjects (i.e. 27.27%), have 

opted for the first , second and third skill.  

Of the four skills we presented above, „ask and respond‟ to more questions 

is the only one that teachers teach their students how to do i t.  But what we 

really find surprising is that almost all the teachers are aware of the need for 

these skills, but skills do not want to bother themselves teaching them.  

Section four  : students' evaluation of cooperative work  

Q17  .Do you think that cooperative work helps you improve your speaking 

skill? 

Options Subjects  % 

Yes 29 87.87 

No 4 12.12 

Total  33 100 
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Table 16:  Students‟ evaluation of cooperative group work.  

 

 

 

 

 

 

Graph 16:  Students‟ evaluation of cooperative group work  

In answer to the above question, a numerical  minority of 4 respondents 

(12.12%) has indicated that cooperative work does not help them to improve 

their speaking skill.  In comparison, 29 subjects have opted for the opposite 

situation. This translates into (87.87%); yet , it  communicates a deep fact tha t  

a high portion of the sample recognizes the benefit of cooperative work in  

improving their speaking skill .  

 

Discussion  

On the basis of the analysis of the students‟ questionnaire, we note that:  

1.  Foreign language teaching is not merely a process of transforming 

knowledge, but one which creates situations where students interact  and 

express their thought using the target language. That is to say, learning a 

foreign language is to speak and to communicate in that language.  

2.  With speaking, the majority of the students express their needs in terms of 

speaking skills. Concerning the other skills (i .e. reading, writing, and 

listening) students do not seem to understand that  they are interrelated. 

Thus, learning the speaking skil l will  reinforce the learning  of the other  

skills .  
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3.  Although some students may be motivated to learn English, they feel  

afraid to speak it for their inability to interact with others; lack of  self -

confidence, fear of operating foolish when mistakes are made (grammatical  

or pronunciation mistakes) and fear of teachers‟ negative feedback. 

Because of the many psychological problems (listed above) students have, 

teachers need to encourage students‟ talk inside the classroom to be 

exclusively in English.  

4.  As for teaching speaking, students s eem to have different att i tudes toward 

different teaching techniques. The majority of the students are interested 

in discussion and group work. The teachers‟ role is to adapt the technique 

with encourages more students‟ participation.  

5.  The students showed different preferences for classroom arrangements (i.e.  

group work, pair work individual or seat work). However, teachers need to 

include the type of teaching that provides learners with a variety of 

opportunities for communicative interaction and language u se. 

6.  Concerning the implementation of cooperative group work, students do not 

seem aware of the skills they can adopt for a successful functioning of 

group work. We believed that  teachers should raise their students‟  

awareness towards the importance of thes e skills    

7.  Students‟ evaluation of cooperative group work as a technique for teaching 

speaking implies student‟s readiness for such a technique.  

2.  Teachers’  questionnaire  

2.1 Aim of the questionnaire   

       We believe that in order to investigate effectively the students‟ 

needs in terms of their oral English ability.  It  is  necessary to consider the 

teachers‟ opinions and atti tudes toward the use of group work as presented by 

cooperative language learning. It also aims at investigating the teachers‟ 

thought of how language is being taught and the problem being encountered 

with teachers in their teaching tasks.  
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 2.2  Administration of the questionnaire  

    Our target population consists of all teachers of  oral expression in the 

department of English at the University of Constantine. There is  no 

possibility of covering the whole population. As such we have reduced the 

sample to (13) teachers, who do have similarities with the whole population.  

The questionnaire was handed out to (13) teachers however,  only (10) 

teachers have handed back their questionnaire.  Thus, our sample contains a 

total  of (10) teachers. In the light of these circumstances,  only 10 teachers 

have co-operated with our work and we feel very  grateful to their 

comprehension.  

2.2 Description of the questionnaire  

The whole questionnaire is  made up of (16) items and classified under (04);  

sections each focusing on a particular aspect. It involves different types of 

questions: "closed " and „open-ended‟ questions.  Closed questions require the 

teacher to answer by „Yes‟ or „No‟ or to tick up the right answers from a set  

of options and open-ended questions which require from them to give their 

personal opinions or background information ab out subjects.  

 

Section 1: General Question (Q1, Q2)  

The first section aims at collecting items of information on the sample.  

The first question (Q1) seeks information about the teachers in terms of 

degrees. In (Q2), teachers are asked to give the numbers of years they have 

been teaching English; i.e.  their teaching experience.  

Section 2: Teachers’ Perception of the Speaking Skill (Q3 -Q10)   

In this section, teachers are required to state whether or not the oral  

skills are their major teaching concern (Q3).  In (Q4), teachers are asked to 

describe their students‟ level of oral proficiency in English; whether it  is 

high, above average, average, below average or low. This question seeks 
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information whether teachers motivate their students to speak in English or  

not (Q5) and to explain how in case they give a positive answer (Q6).  After 

that , teachers are asked to pick the most difficult  aspect for teaching 

speaking: grammar, pronunciation, vocabulary or sentence structure or any 

other aspects they had to specify (Q7).  In  (Q8), respondents are asked to pick 

the technique they use most: multiple -choices were given; group work, role -

play, problem sdving or discussion. Then, they are required to state whether 

or not they evaluate their students‟ oral  production (Q9) and to specify the 

appropriate answer, in case of positive answer, from a set of options: whether 

they prefer, self -evaluation, peer- evaluation, teacher-evaluation, or all  of   

them (Q10).  

 

Section 3: Teachers’ Implementation of CLL (Q11 -Q15) 

In this section, teachers are required to state if they have ever used 

cooperative language learning (Q11).  In (Q12),  teachers are required to 

indicate how fare they agree with some statements characterizing cooperative 

language learning using strongly agree, agree, di sagree or strongly disagree.  

The next item (Q13) aims at investigating the role of the teacher in terms of 

helping students see the value of cooperative work. In (Q14) teachers are 

required to indicate whether their students face problems working in groups  

or not.  

Section 4: Teachers’ Evaluation of CLL (Q15)  

The last questions  (Q15), teachers are required to say whether they think 

that  cooperative learning enhances students‟ oral skills or not, and then they 

have to justify their answer.  

Analysis of the questionnaire  

Section 1: general questions  

Q 1. Degree(s) held:  
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Degree Subjects  % 

B A (licence)  01 10 

M A Magister  03 30 

Master  02 20 

Ph. D (Doctorate)  04 40 

Total  10 100 

Table 17: Teachers‟ Academic Degree  

 

Grahp17: Teachers‟ Academic Degree  

As the table indicates, the highest  percentage is that  of the teachers who 

have got a Doctorate (40%). In the second position come those who have a 

degree of magister (30%). Finally,  (20%) of the teachers have a Masters‟ 

degree and only (10%) had a Licence . We believe that our sample is as 

representative as possible for the population to which it  is designed  

Q 2: how long have you been teaching English?  

Number of  years  Subjects  % 

32 years  01 10 

24 years  01 10 

10 years  01 10 
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9 years  01 10 

7 years  01 10 

6 years  01 10 

2 years  02 20 

1 years  02 20 

Total  10 100 

Table 18: experience in teaching  

 

 

Graph: 18 Experience in Teaching  

Teachers,  here,  are required to give in numbers how many years they 

have been teaching English i.e. their teaching experience.  The most 

experienced have been teaching for 24 and 32 years (10% for each category).  

We can notice that  (40%) have no more than 10 years experience in the field 

of teaching. Finally,  the highest  percentage is that  of teachers who have been 

teaching for one and two years (20% for each category).  

Section 2: teachers'  perception of the speaking skill .  
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Q3:  are the aural / oral skills your major teaching concern?  

 

 

 

 

Table 19: Teachers‟ concern of  the oral skill  

 

 

 

 

 

 

 

Graph 19: Teachers‟ concern of  the oral skill  

As shown in this table,  expect one questioned teacher, i .e.  (10%) 

answered negatively.  Nine of the teachers (90%) who answered  positively the 

question, indicating  that  the oral  skill  are their major teachin g concern. This 

implies that  teachers are aware of students‟ needs in terms of enhancing their 

oral proficiency. These answers consolidate the  belief that students need to 

develop their speaking skill,  and that t his skill will eventually enhance to a 

certain extent the other skills .  
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Q4: which of the following describes your students' level of oral proficiency?  

 

 

 

 

 

 

 

 

 

 

 

 

Table 20: Teachers‟ evaluation of students‟ level of oral proficiency 

 

 

 

 

 

 

 

 

Graph 20:  Teachers‟ evaluation of students‟ level of oral proficience  

Teachers, here, are required to describe their students ' level of oral  

proficiency. It seems to us that  a majority of 6 teachers,  translating into 60%, 

agree that  their students have a below average in oral proficiency. However, 4 

teachers out of 10 believe that their student‟s level in oral proficiency is 

Options Subjects  % 

High 0 0 

Above Average 0 0 

Average 4 40 

Below Average 6 60 

Low 0 0 

Total  10 100 
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average. No one teacher has opted for the 'high', 'above average' or 'low' 

options.  

If  we lend ourselves to these results,  it  seems to us that the  majority of 

students do not have a good command of Engli sh, probably, because they 

have poor speaking habits and practice,  not interested in English,  or 

demotivated to use the language. We believe that the main reason for which 

students ' bad level is reticence. This means that students need practice in 

talking to be able to develop their speaking skill.  

Q5: do you motivate your students to speak in English?  

Options Subjects  % 

Yes 03 30 

No 07 70 

Total  10 100 

Table 21: Teachers ' perception of students ' motivation in speaking  

 

 

 

 

 

 

 

Graph 21: Teachers ' perception of students ' motivation in speaking  
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Turning now to motivation, two aspects will be discussed here.  The 

first point is whether or not the teachers are motivating their students to  

speak in English. The great majority has indicated that they do no t motivate 

their students (a total of 7 teachers or 70%), while only 3 out of 10 (i.e. 30%) 

motivate their students.  

Unmotivated students can be due to many factors,  such as lack of self -

confidence, lack of interest in the speaking subjects, fear of making  

grammatical  mistakes etc…. The role of teachers in enhancing students ' 

motivation has been found to have great effect on enhancing students '  

performance in the target language; thus, teachers should find their ways to 

motivate their students.  

Q6: if your answer is "yes", how do you do to motivate them?  

Only 1 teacher (out of 4) who answered "yes" did not provide any 

justification for his answer. For the rest who answered "yes",  (3 of them) they 

explained that  they raise their students ' motivation through d ifferent ways. In  

the first place,  selecting topics of students‟ interest which stimulates them to 

use English.  Also, organizing classroom debates about current topics and 

bringing in interesting activities encourage students to exchange ideas.  

Moreover,  creating a relaxed and friendly environment in which students feel  

comfortable to use the language in front of their teachers and classmates. One 

teacher answered that role -play and language games are an excellent ways of 

motivating students to speak.  

In sum, teachers ' awareness of different ways of raising students '  

motivation can be of great  benefits  in increasing students ' oral  part icipation. 

In our opinion, motivation is what keeps teachers teaching and their students 

learning.  
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Q7: what do you find most needed item of speaking?  

 

 

 

 

 

 

 

 

 

 

 

Graph 22:  Teachers‟ perception of the most needed item of speaking  

According to this table, the majority of the teachers (60%) claim that  

their students‟ needs in spoken English are in terms of grammar and 

pronunciation (30% for each  category). They are followed by sentence 

structure (20%).Then; vocabulary comes in the last posit ion as the least  

needed item in teaching oral expression.  

Options Subjects  % 

Grammar 03 30 

Pronunciation 03 30 

Vocabulary 01 10 

Sentence structure 02 20 

Others 00 00 

Total  10 100 
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Table 22: Teachers ' perception of the most needed item of speaking  
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All the teachers agree that  all the language areas need improvement. To 

begin with, grammar helps in mastering the language and using it correctly.  

Also, the more learners practise, the better pronunciation they will get.   

As a conclusion, we believe that there is a need to create a better 

learning condition to help learners to acquire better.  

Q8: which of the following techniques do you use most?   

 

Table 23: Teachers ' use of teaching techniques  

 

Graph 23: Teachers ' use of teaching techniques  

There are several ways for teaching the speaking skil l.  We have 

suggested four options for teachers to choose among them. Half the teachers 
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Options Subjects  % 

Group work 03 30 

Role-play 01 10 

Problem solving 01 10 

Discussion 05 50 

Total  10 100 
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(50%) build confidence in discussion; to state differently,  they focus less on 

grammar mistakes and insist on the communication of ideas. In the second 

position come those who make use of group work as a teaching technique.  

Teachers in favor of this type of technique may have their reasons such as  

that speaking is a social act in which two or more people are involved in oral  

exchange of information, and students feel  less inhibited and more confident 

in themselves to speak. The last two categories of teachers have work ed on 

role-play and problem solving (10% for each category).  Teachers who opted 

for these choices believe that students may derive great benefits from such 

techniques.  

In sum, teachers realize that simply training students to produce 

sentences will  not yield good speakers. In our opinion, speaking begins from 

participation and communication.  

Q9: do you evaluate your students' oral production?  

 

 

 

 

 

Table 24: Teachers ' evaluation of speaking  

Options Subjects  % 

Yes 10 100 

No 00 00 

Total  10 100 
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Graph 24: Teachers‟ evaluation of speaking  

Evaluation is recognized by many teachers to be an essential aspect of foreign 

language teaching. Along the analysis of the results, we found that all  

teachers (100%) provide evaluation for oral production as shown in table  25. 

It  is  worthy to mention that  teachers differ in terms of their focus when 

evaluating speaking production. Some highlight accuracy, others prefer  

Fluency; yet ,  our opinion is that  all  features must be taken into consideration 

when evaluating the oral proficiency. It is all about balance between this and 

that .  

Q10: if your answer is "yes", do you prefer:  

Options Subjects  % 

Self-evaluation 01 10 

Peer-evaluation 00 00 

Teachers’  evaluation 06 60 

All of them 03 30 

Total  10 100 

Table 25: Teachers ' preference for evaluation type  
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Graph 25: Teachers ' preference for evaluation type  

A large number of the teachers (60%) expressed their preference for  

teacher-evaluation. These teachers have a tendency for the belief that the 

teacher is  the only one who can judge the students ' production. They believe 

that it  helps students get feedback from more proficient speakers. Like self -

evaluation, peer-evaluation is another way of assessing students ' production. 

Only one teacher (10%) has opted for this choic e. We believe that  this type of 

evaluation will develop in the students the sense of criticism autonomy.  

Similarly,  another teacher (10%) has opted for peer evaluation while 3 

teachers (30%) out of total 10 have opted for the fourth choice 'all  of them'.  

Teachers ' preference for one type or another depends mainly on teachers ' 

approach to teaching.  

Section 3: Teachers' incorporation of CLL  

Q 11: have you ever used cooperative language learning?  
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Total  10 100 

Table 26: Teachers ' use of cooperative learning  

 

 

 

 

 

Graph 26: Teachers ' use of cooperative learning  

As the table indicates,  most teachers (40%) say that  they have never 

used cooperative learning. This can be due to teachers ' unwilling to use it and 

they have little or no knowledge about its implementation. The other teachers 

(60%) however, use it.  This indicates that they are aware of i ts substantial 

benefits , and they are able to use it .  Although not all teachers have used 

cooperative learning, most of them d o actually take it into account when 

practicing teaching.  

Q12: Please indicate how far you agree with each of the following principles 

(characterizing cooperative language teaching) using 1, 2, 3 or 4.   

1-Strongly agree 2-Agree 3-Disagree 4-Strongly disagree.  

 

a. Learning is facilitated through peer interaction in the target language:  
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% 50 40 10 00 100 

Table 27: Teachers ' perception of peer interaction  

 

 

 

 

 

 

Graph 27: Teachers ' perception of peer interaction  

It  is  hypothesized that  learning is facilitated through peer interaction. 

Teachers are, therefore, invited to express their agreement or disagreement.  

The majority (50%) agrees strongly with the statement presented above. On 

the other hand, we have recorded 4 cases (40%) of agreement and only one 

case of disagreement. On the whole, 9 teachers out of 10 seem to agree that 

language acquisition is facilitated by students interacting in the target 

language, i .e. they are involved in information gap activities. There is much 

talking as they help each other to solve problems and complete task. This 

involves students to use English in class and practise their speaking skill.  

b. Although students work together, each student is individually accountable. 
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Table 28: Teachers ' perception of individual 
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       Graph 28: Teachers ' perception of individual accountability 

Each student needs to be made accountable for his own contribution to the 

completion of the task because some students may actively participate while 

others engage in "social loafing". A half of 6 teachers out of 10, translating 

into (50%), say they agree strongly to the statement presented to them, and 4 

(or 40%)just agree.  Furthermore, we have recorded one case option for 

disagree (10%). On the whole,  9 out of 12 teachers admit that  if  individual 

accountability is  taken into account,  i t  wil l lead to better learning and 

achievement.  

c. Students are encouraged to think in terms of "positive interdependence", i.e 

not thinking competitively and individualistically, but rather cooperatively.  
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         Table 29: Teachers ' perception of positive interdependence  
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    Graph 29: Teachers ' perception of positive interdependence  

In this statement, cooperative learning is characterized by positive 

interdependence. Students are encouraged to think in terms of " all  for one 

and one for all" (Alexander Damas).  Teachers,  here, are required to indicate 

how far they agree with this statement.  

As shown in this table, the half of teachers, i .e. 50%, agrees with the 

statement presented to them, and 2 (or 20%) agree strongly. All in all , we 

have 7 teachers (70%) who share our view that  students have to support  one 

another because success can be achieved only if each member makes a 

specific contribution to complete the task. On the other hand, we have 

recorded 2 cases of disagreement (20%) and another case which is strongly 

disagreement (10%). Probably, those teachers are in favor of traditional  

classroom competition. In our point  view, this is  not to say that c ompetition 

is always wrong, if properly structured, competition between one group and 

another can be an effective means of motivating people to do their best;  yet  

the forms of competition used in classrooms are rarely healthy or effective.  

d. Since social  ski lls  involve the use of the language, teachers do not 

only teach language; they teach cooperation as well .  
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agree disagree 

Subjects  03 04 01 02 10 

% 30 40 10 20 100 

Table 30: Teachers ' perception of the social skills  

 

 

 

 

 

 

 

 

Graph 30: Teachers ' perception of the social skills  

In cooperative tasks, the teacher helps students how to learn more 

effectively.  We believe that  it  is  the teachers ' job to teach their student‟s 

collaborative or social skills  so that  they  can work together more effectively.  

Teachers,  here,  are asked to state how far they agree or disagree with this 

statement. A majority of 4 teachers out of 10, translating into (40%), states 

that they agree with the statement presented to them, and 3 (or 3 0%) strongly 

agree.  All  in all,  we have 7 teachers (70%) who share our view that  students 

should realize that some skills are needed to engage in effective 

collaboration. These teachers seem to understand the principles underlying a 

successful  cooperative work.  

On the other hand, we have recorded 1 case of disagreement (10%) and 

another 2 (or 20%) case of strong disagreement.  This can only be interpreted 

by their ignorance of the skills students should process. Again, cooperative 
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learning essentially involves students in working together in groups. But it  is  

not the group or pair work what makes cooperative learning dist inctive;  it  is  

the way that students and teachers work together that is important.  

In sum, teachers can provide training in the strategies n eeded to engage 

in effective collaboration for example, how to ask and respond to questions,  

how to disagree,  how to ask other students contribution and how to get  along 

with others.  

Q 14: do you raise your students’ awareness towards the value of  

cooperative work? 

Options Subject % 

Yes 03 30 

No 07 70 

Total  10 100 

Table 31: Teachers ' perception of the value of cooperative work  

 

 

 

 

 

 

 

Graph 31: Teachers ' perception of the value of cooperative work  
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The aim of this i tem is to investigate whether or not teachers help their 

students see the value of cooperative work. As shown in this table, a high 

proportion of teachers (70%) answered negatively.  It means that  when they 

set  students to work collaboratively in pair or group work, they do not try to 

make their students aware of the potential  benefits of this technique. A 

smaller number has opted for the reverse situation in that 3 teachers (30%) do 

actually help their students see the importance of working cooperatively.  This 

implies that our teachers are aware of the necessity of involving students in 

the process of learning and teaching. Thus, students are likely having a 

positive attitude towards learning.  

In sum, raising students ' awareness of the value of cooperative learning 

is of great benefits to students because this would encourage them to 

participate more.  Thus, i t  would give better results.  

Q 15: do your students face problems working together?  

Options Subjects  % 

Yes 03 30 

No 07 70 

Total  10 100 

Table 32: Teachers ' perception of students ' problems in groups 
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    Graph 32: Teachers ' perception of students ' 

problems in groups  
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As shown in this table, (70%) of the teachers say that their students do 

not have any problems working together. Regarding the 3 teachers who 

answered yes (30%), they seem to encounter some problems when their 

students work together with their classmates.  

In cooperative classrooms, teachers may encounter many problems. 

This might have several  reasons;  one possible reason is that  some students 

prefer to work alone. Another possible interpretation is that some students are 

not interested at  all in learning or they are lower in status for participating.  

In sum, cooperative learning demands constant control from the teacher 

in order to avoid problems.  

Section 4: Teachers' evaluation of CLL 

Q16: do you think that cooperative work enhances students' oral production?  

Options  Subjects  % 

Yes 09 90 

No 01 10 

Total  10 100 

Table 33: Teachers ' evaluation of cooperative learning  

 

 

 

 

 

Graph 33: Teachers ' evaluation of cooperative learning  
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The examination of the last i tem reveals that 9 teachers (90%) believe 

that  cooperative work enhanced students '  oral  production. Only one teacher 

(10%) has answered negatively; i .e. denied any benefits from CLL in making 

students ' oral  production enhanced.  

Because…  

Of the nine teachers who claimed that CLL has great  benefits ,  only two 

teachers did not say why. The rest of the teachers provide a variety of  

answers.  To begin with,  one of the teachers claims that cooperative group 

work offers an effective technique of communicative interaction. It is  

believed that  interaction and negotiation of meaning between students are of 

great importance for successful  language learning. He adds saying that  

through cooperative learning, teachers pro vide more opportunities for each 

student to take part in the classroom and make his contribution. In fact , two 

teachers discussed the effect of CLL  on the affective side of students. They 

claim that cooperative work can be used to increase motivation. This  latter 

has a great  effect  on enhancing students ' performance in English.  In 

cooperative classroom, students feel at ease to speak when they are allowed to 

work together.  It  is  further claimed by another teacher that CLL promotes 

cooperation between students rather than competition. They are encouraged to 

help each other succeed. Thus, it  provides a healthy atmosphere in which 

students learn from each other rather than complete to one another. In the 

same vein,  the four remaining teachers who believe that  c ooperative work 

enhance students‟ oral proficiency. They acknowledge the role of cooperative 

group work as a way of teaching which reduces anxiety and encourage 

students to take risks.  

Discussion  

Analyzing the teachers‟ questionnaire has revealed many fac ts  on 

teachers‟ attitudes towards teaching speaking, their behavior in the 

classroom, and their perception of the principles underlying cooperative and 

their practices as far as cooperative group work is concerned.  
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1.  In fact,  approximately all  teachers consi der the aural /  oral  skills 

as their major concern while teaching. This implies that teachers are aware of 

students‟ needs in terms of developing oral proficiency.  

2.  For teaching speaking, most teachers opted for group work. As 

such, teachers would provide S tudents with language use and help them in 

increasing their oral proficiency.  

3.  Teachers need to better understand meaningful ways of assessing 

students‟ oral production. It is suggested that negative evaluation might 

inhibit  students‟ future participation.  

4.  When teachers were asked the use of cooperative learning, some 

teachers confirmed about the use of cooperative group work in their practices.  

5.  As far s their implementation of cooperative group work as part  

of their instructions,  some teachers admit that their teaching does not consist  

in making students aware of the skills they adopt for effective learning. 

However, other teachers show the importance of these skills  for an optimal 

and more productive learning to take place.  

6.  When asked about possible probl ems encountered while teaching, 

teachers did not seem to notice any problem. This finding urges the need for 

teachers to be attached with students‟ problems and how to solve them.  

7.  Finally,  teachers‟ evaluation of cooperative group work as a  

technique for improving students‟ oral  proficiency reveals their recognition 

of the effectiveness of such a technique.  

Conclusion 

All in all , the positive results revealed in this study concerning the 

influence of cooperative group work on improving students‟ oral produ ction 

have confirmed our hypothesis. This means that there is  a positive 

relationship between cooperative group work and oral  proficiency.  

Cooperative group work is one way of teaching which according to many 

years of research and practical application by  hundreds of thousands of 

teachers, now exist  for virtually every imaginable instructional purpose. 

Furthermore, we now know a great  deal  about the effects of cooperative group 
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work on students and the condition necessary for effective group work, 

especially for teaching speaking.  
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General Conclusion 

We are going to the close of this study which highlights some important 

aspects of the process of foreign language teaching /  learning. Through this 

research, we hypothesized that if we are going to improve the  students‟ oral  

production,  we should provide them with more opportunities to get the 

practice they need to use the language. We believe that  the present  

application of cooperative group work to the field of language learning is 

essential  for promoting oral communication because it creates a situation 

where learners are expected to help each other,  to discuss and argue with each 

other,  to assess each other‟s current knowledge and fill  in gaps each  other‟s  

understanding.  

The present study is a total  of three chapters.  The first and the second 

chapters are the descriptive part  which is review a related li terature.  As for 

the third chapters,  we have administered a self -completion questionnaire one 

for students and another one for teachers. The first  chapter mainly outlines 

some of the theoretical issues related to the nature of speaking. The second 

chapter provides a better understanding of cooperative language learning and 

its underlying principles. The third chapter is conc erned with analysis of the 

obtained data gathered from teachers and the student‟s questionnaire.  

All in all,  the obtained results confirmed our hypothesis that there is a 

positive relationship between cooperative group work and oral  proficiency.  

The positive findings revealed in this study show that  well planned and 

organized cooperative group work is an effective technique for improving 

EFL learner‟s oral proficiency.  

This study shows that  (1)
 
learners need to be provided with an effective 

instructional technique for improving the quality of learners‟ oral production; 

(2)  teacher‟s responsibility is to create a relaxed and friendly situation where 

the learners can use the target language without  hesitation; and
 

(3) both 

teachers and learners should be aware of the necessary skill for effective 
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learning to take place.  Overall, this study is useful not only for the learners 

helping them to improve their speaking and to teachers contributing to thei r 

understanding of the rules and the conditions necessary for effective learning. 

Future research should be done to test  the applicability of the findings to  

larger population.   
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University of Constantine 

Department of English 

Students’ Questionnaire 

 

Dear student,  

  

You are kindly requested to fil l  in this questionnaire to express your 

attitudes toward the use of cooperative group work in developing oral 

proficiency in English.  

Your answers are very important for the validity of this research we are 

undertaken. As such, we hope that  you will give us your full attention and 

interest.  

Please, tick (    )  the choice that corresponds to your answer.  

Thank you very much in advance.  

Personal information:  

1.  Sex: 

a.  Male  

b.  Female 

2.  Do you find speaking in English?  

a.  Very easy 

b.  Easy 

c.  Difficult  

d.  Very difficult  

 

Section one: 

3.  Pick the most important skill  that you  need to develop most?  

a.  Speaking 

b.  Listening 
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c.  Writing 

d.  Reading 

Because …………..…………………………………………………………  

………………………………………………………………………………..  

4.  Which of the following describes your level of oral  performance in 

English? 

a.  High 

b.  Above average 

c.  Average 

d.  Below average 

e.  Low 

5.  To what  extent  did the oral  expression courses help you improve your 

oral performance?  

a.  Very much 

b.  Somewhat 

c.  Don‟t know  

d.  Not very much 

e.  Not at  all  

6.  Do you feel afraid to talk? 

a.  Yes 

b.  No 

7.   If  your answer is  “yes”, is it  because:  

a.  Fear of making grammatical mistakes?  

b.  Fear of making pronunciation mistakes  

c.  Having deficient vocabulary?  

d.  Fear of teacher‟s negative feedback?  
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e.  Lack of self-confidence?  

8.  Which of the following techniques did you enjoy best?  

a.  Group work 

b.  Role-play 

c.  Problem solving 

d.  Discussion 

e.  Other, please specify 

……………………………………………………………………………

………………………………………………………  

9.  Are you given the opportunity to evaluate your oral production?  

a.  Yes 

b.  No  

Section two: 

10.Have you ever heard of cooperative language learning?  

a.  Yes  

b.  No  

11.In oral expression, do you prefer?  

a.  Individual work 

b.  Pair work 

c.  Group work 

12.Whatever your answer is,  please justify  

……………………………………………………………………………………

……………………………………………………………………………………  

13.Do you find i t difficult to work with your classmates in groups?  

a.  Yes  

b.  No  
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14.Does the teacher try to solve the problems encountered?  

a.  Yes 

b.  No  

15.Does your teacher raise your awareness towards the skills  of cooperative 

group work?  

a.  Yes 

b.  No  

 

16.Do you feel that  group work helps you to:  

a.  Ask and respond to more questions?  

b.  Learn to listen to different opinions?  

c.  Evaluate their peers‟ performance? 

d.  Develop social skills  for getting along with others?  

 

Section three:  

17.Do you think that cooperative group work helps you improve your 

speaking skills?  

a.  Yes 

b.  No 

Because………………………………………………………………………

………………………………………………………………………………  

 

 

 

 

 

 

 

Thank You 
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University of Constantine 

Department of English 

The Teachers’ Questionnaire 

This questionnaire serves as a data collection tool for a research work 

that  aims to propose how group work presented via cooperative language 

learning can be used in improving third-year students‟ oral  proficiency at  the 

Department of English, University of Constantine.  

I would very much appreciate if  you could  take the time and the energy to 

share your experience by answering the questions below. Your answers are 

very important and will be of much help for the comple tion of this work.  

Please, tick (    ) the choice that  best represents your answer and give full  

answer where necessary.  

Thank you very much in advance.  

Personal information:  

1.  Degree(s) held:  

a.  BA (License)  

b.  MA (Magister/Master)  

c.  Ph. D (Doctorate)  

2.  How long have you been teaching English?  

…………………………………………………………  

Section one: 

3.  Are the oral /  aural skills your major teaching concern?  

a.  Yes 

b.  No 
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4.  Which of the following describes your students‟  level of oral 

proficiency in English?  

a.  High 

b.  Above average 

c.  Average 

d.  Below average 

e.  Low 

5.  Can you say that your students are motivated to speak in English?  

a.  Yes 

b.  No 

6.  If your answer is “yes”,  please  how do you do to motivate them?  

…………………………………………………………………………………

……………………………………………………………  

7.  What do you find most difficult for teaching speaking? 

a.  Grammar 

b.  Pronunciation  

c.  Vocabulary 

d.  Sentence structure  

e.  Other, please specify 

……………………………………………………………………………  
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8.  Which of the following techniques do you use most?  

a.  Group work 

b.  Role-play 

c.  Problem solving  

d.  Discussion 

9.  Do you evaluate your students‟  oral  production?  

a.  Yes  

b.  No  

10.If your answer is  “yes”,  do you prefer? 

a.  Self-evaluation   

b.  Peer-evaluation 

c.  Teacher –evaluation  

d.  All of them 

Section two: 

11.Have you ever used cooperative language learning?  

……………………………………………………………………………………

……………………………………………………………………………………  

12.Please indicate how far you agree with each of the following ideas  

(characterizing cooperative language learning) using 1, 2, 3, or 4  

1-strongly agree.   2 -agree   3-disagree    4-strongly disagree 

 

 Learning is facilitated through peer interaction in the 

target language. 

 

Although students work together,  each student is  
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individually accountable.  

Students are encouraged to think in terms  of „positive 

interdependence‟,  i .e.  not thinking competitively and 

individualist ically,  but rather cooperatively.  

 

Since social skills  involve the use of the language,  

teachers do not only teach language,  they teach 

cooperation as well.  

 

 

13.Do you raise your students‟ awareness towards the value of 

cooperative work?  

a.  Yes  

b.  No  

Do your students face problems working in groups?  

c.  Yes 

d.  No  

Section three:  

14.  Do you think that  cooperative group work enhances students‟  oral  

proficiency?  

a.  Yes 

 

Because 

……………………………………………………………………………………

…………………………………………………………………………  

Thank you 

b.    No 
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، كهٛت اٜداب ةحطٕٚش حقُٛت انخعبٛش انشفٕ٘ نفائذة طهبت انهغت اإلَكهٛض٘ إنٗحٓذف ْزِ انذساعت        

كًا حٓذف نبحث يذٖ اعخٛعاب أعاحزة انهغت اإلَكهٛضٚت ألعظ . ٔانهغاث األجُبٛت، جايعت يُخٕس٘ قغُطُٛت

  .انخعأَٙ انجًاعٙ ٔانخطبٛقاث انخٙ ٚقٕو عهٛٓا حطٕٚش حقُٛت انخعبٛش انشفٕ٘ بطشٚقت انعًم

  

 عٍ طشٚق يًاسعت انفشضٛت األعاعٛت انخٙ اعخًذث فٙ ْزِ انذساعت حبٍٛ أٌ حعهى نغت أجُبٛت           

 َٔحٍ َعخقذ بأٌ حعضٚض ْزِ .انهغت ٔانخًكٍ يُٓا فإَّ يٍ انًًكٍ ححغٍٛ يغخٕٖ انطهبت فٙ انعبٛش انشفٕ٘

  .فٙ حفعٛم رنك حغٓى اإلَكهٛضٚت عٕفانشؤٚت نخذسٚظ انهغت 

  

اعخًذَا فٙ دساعخُا عهٗ اعخعًال اعخبٛاٍَٛ، األٔل يٕجّ نطهبت انغُٕاث انثانثت يٍ َظاو              كًا 

د٘ اخخصاص انهغت اإلَكهٛضٚت ٔانثاَٙ إنٗ أعاحزة انخعبٛش انشفٕ٘ نقغى انهغت اإلَكهٛضٚت نغبش آسائٓى . أو. أل

 .حٕل حطبٛق حقُٛت انعًم انجًاعٙ انخعأَٙ فٙ يادة انخعبٛش انشفٕ٘

 

           انُخائج انخٙ حٕصهُا إنٛٓا قذ ٔضحج نُا أٌ انطهبت ٔاألعاحزة ٔاعٍٛٛ عٍ أًْٛت حطبٛق ْزِ انخقُٛت، 

بت  يُاطفشصخهق ٔ  انًٓاساث انالصيت كًا أظٓشث أٌ انطالب فٙ حاجت إنٗ أٌ حقذو كخقُٛت فعانت نخطٕٚش

 .  حشددأ٘ اعخخذاو انهغت يٍ دٌٔ نخًكٍٛ انطهبت يٍ
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Résume 

La présente étude vise à explorer les effets du travail de groupe coopératif sur 

l'amélioration des compétences orales des apprenants et des compétences 

communicatives.  

Ce travail vise principalement à rendre l'utilisation d'une paire ou un petit groupe 

de maximiser la production orale des apprenants. Il tente également de faire ressortir 

l'importance d'établir une ambiance détendue et amicale comme une tentative d'amener 

les apprenants à utiliser la langue. 

      L'hypothèse de base adoptée dans la présente étude établit que l'apprentissage 

efficace des langues étrangères prend ses racines dans les actions et l'utilisation des 

langues. Nous pensons que la promotion de cette vision de l'enseignement en anglais 

contribuera à fournir aux apprenants  l'utilisation étendue de langue et de la classe de 

production orale. 

La méthode de ce travail de recherche est très descriptive. Autrement dit, elle vise 

à décrire deux variables: le travail de groupe coopératif comme variable indépendante et 

son rôle dans l'amélioration des compétences orales des apprenants comme variable 

dépendante. Les données ont été recueillies par des questionnaires administrés à la fin 

de troisième année apprenants LMD (pour un échantillon de trente-trois étudiants) et 

aux enseignants (pour un échantillon de dix enseignants) qui ont enseigné à l'expression 

orale au département d'anglais, Université Mentouri, Constantine. Les résultats ont 

montré que le travail de groupe coopératif est la bonne technique à utiliser la langue des 

apprenants plus en plus et la participation orale en classe qui se répercute sur la 

compétence des apprenants par voie orale. Sur la base de ces résultats, l'hypothèse a été 

confirmée dans que les élèves doivent être fournis avec une technique adéquate pour 

développer les compétences nécessaires parler et de créer des situations appropriées où 

ils peuvent utiliser la langue sans hésitation.  

         Cette étude a certainement ses tôles, mais ses conclusions ont révélé des implications 

intéressantes. Ainsi, les recherches futures devraient se faire expérimentalement afin de tester 

l'applicabilité des résultats à une plus grande population de sujets. 


