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Abstract

The aim of the present study was to examine the effect of using communicative language teaching (CLT)
activities on EFL students’ speaking skills at the English Language Institute (ELI) of the University of Jeddah
(UJ). The researcher conducted the current study in two classes of 21 female EFL students each; one class was
the experimental group and the other the control group. The experimental group was taught using three
communicative activities—interviewing, problem-solving, and role-playing—while the control group was taught
using traditional methods. The current study followed a quasi-experimental study to answer the primary research
question. The quasi-experimental study was conducted using a pre- and post-test design to determine if there was
a significant difference between the scores of the experimental and control groups. The findings of the current
study show that the experimental group scored higher than the control group. These findings have positive
implications for the continued implementation of CLT teaching practices at the ELI of UJ.

Keywords: communicative language teaching, CLT activities, interviewing, problem-solving, role-playing,
speaking skills, EFL

1. Introduction
1.1 CLT in the Saudi Context

English is a mandatory subject that must be taught in any educational curriculum at the university level in Saudi
Arabia. Although activity-based curricula are implemented in universities for students to practice oral
communication inside and outside the classroom, many researchers have concluded that students need more
practice to better their performance (Al-Seghayer, 2011; Farooq, 2012). Derakhshan et al. (2015) noted that
speaking-skills pedagogy has been developing over the past four decades in second language teaching and
learning. Such skills require constant practice through group activities (Celce-Murcia, 2001). Therefore,
communicative language teaching (CLT) is perhaps the most commonly used approach used to help students
communicate effectively with each other (Larsen-Freeman, 2000).

CLT can best be implemented in the Saudi context through using appropriate activities in the classroom to
improve EFL learners’ speaking skills. CLT can be effective in dealing with Saudi students’ deficiencies in
spoken communication in English. Therefore, the present research has been conducted to highlight the
effectiveness of the CLT approach in an EFL classroom in a Saudi university. The following section outlines the
purpose of carrying out this research.

1.2 Statement of the Problem

A gap in the literature was identified regarding CLT adoption in the classroom; specifically, there is a paucity of
studies on implementing CLT in EFL classrooms in Saudi Arabia. However, some studies have tried to shed light
on the issue, such as by investigating the challenges and difficulties that teachers face when implementing CLT
activities in the classroom (Al Asmari, 2015; Siddiqui & Asif, 2018). Moreover, a study in the Saudi context
investigated EFL learners’ opinions about the use of communicative and non-communicative activities for
learning English and determined the types of activities that increase students’ anxiety (Algonhaim, 2014).
Furthermore, many studies have concluded that the implementation of CLT activities in EFL classrooms is
challenging (Karavas-Doukas, 1996; Li, 1998; Hiep, 2007). Therefore, the current study will examine the effect
of using CLT activities on EFL students’ speaking skills at the ELI of the University of Jeddah (UJ). The
research question addressed by the current study is presented in the next section.
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1.2.1 Research Question

Is there any difference between the experimental and control groups in terms of the enhancement of their
speaking skills at the ELI of UJ?

1.3 Literature Review
1.3.1 Speaking Skills

Speaking is defined as “the process of building and sharing meaning through the use of verbal and non-verbal
symbols, in a variety of contexts” (Chaney & Burk, 1998, p. 13), and it is regarded as an essential skill in
learning and teaching English as a foreign language (EFL). Over the years, speaking has been undervalued and
its importance unrecognized; a lot of teachers used to teach it through repetition practice and memorizing
dialogues (Kayi, 2012). However, it has more recently been acknowledged that the aim of teaching speaking
skills is to enhance students” communication skills to enable them to express themselves freely and communicate
effectively with others (Kayi, 2012).

1.3.2 Enhancing Students’ Speaking Ability

The integration of productive skills (e.g., writing and speaking) is very important for the enhancement of
practical communication ability (Boonkit, 2010). One ability that is required for communication is speaking
(Zaremba, 2006). Interaction through speaking is useful and creates many benefits for learners and business
establishments. For instance, efficient speaking leads to accomplishments through speaking activities during
ceremonies, job interviews, and activities for job training (Osborn et al., 2008). Zaremba (2006) indicated that
speaking and communication skills are prioritized over work experience, motivation, and academic accreditation
in new employment standards. EFL students not only have a limited opportunity to speak English outside the
classroom (Zhang, 2009) but also have little opportunity to communicate with English speakers (Boonkit, 2010).
To address this situation, teachers try to provide students with real-life situations and communicative activities to
increase their speaking competency. Many factors need to be considered for bettering students’ speaking
performance (Boonkit, 2010). Such factors include pronunciation, vocabulary, and collocations to enhance
students’ speaking fluency. Moreover, students’ level of confidence leads to better speaking performance
(Boonkit, 2010). Patil (2008) confirmed that increasing students’ self-confidence resulted in reduced fear of
making errors, which will allow them to feel more comfortable with the use of the target language. In addition,
Songsiri (2007) suggested that enhancing students’ speaking ability is achieved through providing them with a
variety of course activities and encouraging them to have more exposure to the target language through listening
to the media. Students should be required to seek opportunities to speak English in real situations, which may
result in promoting their speaking skills and self-confidence (Songsiri, 2007).

1.3.3 The Background of CLT

CLT is categorized as a broad approach to foreign language teaching rather than a teaching method with an
apparent and defined record of classroom practices (Banciu & Jireghie, 2012). As a movement, CLT grew apart
from traditional methods of teaching that focus on grammar mastery through planned and structured activities
that include memorizing dialogues, role plays, and project work (Richards, 2006). CLT is described as “activities
where practice in using language within a real communicative context is the focus, where real information is
exchanged, and where the language used is not totally predictable” (Richards, 2006, p. 16).

Richards and Rogers (2001) suggested that the CLT approach is beneficial since it focuses on the development of
the four skills on which language and communication depend; this approach aims at fostering EFL learner’s
competence in communication. EFL learners can be communicatively competent in the target language if they
work hard on developing their communicative competence, which is the ability to communicate effectively using
the target language within social happenings (Hiep, 2007).

Hiep (2007) argued that CLT is based on the idea that learning the target language occurs when classroom
practices are meaningful and genuine to the learners; Alwazir and Shukri (2016) added that these practices need
to be about real-life situations that entail communication. The main goals of CLT are creating opportunities for
learners to use the target language effectively for everyday communication needs; giving learners the ability to
express their opinions explicitly without being afraid of judgement; and removing their fears to allow them to
speak effectively in public (Hiep, 2007).

Teachers and learners have important roles which contribute to the success of CLT in the classroom. On the one
hand, EFL learners play the role of negotiators with one another in cooperative rather than individualistic tasks.
Instead of relying entirely on the teacher as the source of knowledge, learners feel more comfortable listening to
their peers in pair or group tasks (Richards & Rodgers, 2001). Learners can learn best through listening to their
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classmates making mistakes and correcting themselves. Therefore, in CLT, learners are encouraged to be more
confident about following their peers’ steps in improving their speaking skills.

On the other hand, teachers play the role of monitors and facilitators of the learning process instead of models of
correct, error-free speech (Richards & Rodgers, 2001). As a result, anxious learners are encouraged to start
learning how to predict their own mistakes and correct them accordingly through relying on the teacher as a
facilitator of the learning process in the classroom. The following section discusses CLT activities in the
classroom.

1.3.4 Difficulties in Implementing CLT in the EFL Classroom

EFL learners encounter many obstacles that prevent them from improving their speaking skills in the Saudi
context. First, students may lack opportunities that allow them to practice oral communication with each other
(Wajid & Saleem, 2017). One teacher suggested that she was unable to use CLT activities in the classroom
because these activities help students acquire proficiency instead of practicing grammar and sentence structure
(Richards & Rodgers, 2001).

Second, students in Saudi universities are used to memorizing paragraphs and textbook exercises when they
prepare for their tests. Such practices hinder the improvement of their speaking proficiency (Alwazir & Shukri,
2016).

Third, some EFL students have had bad experiences when trying to learn the English language because of a lack
of effective implementation of learning strategies and activities in the classroom. These bad experiences often
lead them to form negative viewpoints about the possibility of learning the English language which take a lot of
time to overcome (Alwazir & Shukri, 2016). Many research studies have concluded that teaching and learning
English in the Arab context was not successfully implemented (Rababah, 2003; Al-Jarf, 2008). Similarly,
Al-Hazmi (2006) claimed that teaching English in the Arab context is based on “a traditional, top-down,
textbook-oriented, teacher-led methodology” (p. 38).

Fourth, teachers face a tiring task in making Saudi learners practice English efficiently as those learners have
limited exposure to and understanding of the target language. Saudi learners encounter difficulties in acquiring
speaking and writing skills since they communicate in Arabic everywhere (Khan, 2013).

Fifth, Shumin (2002) found that Saudi learners of English hesitate to speak English due to their lack of exposure
to real-life situations. Such situations would allow them to use the target language for communication and
voicing their opinions.

In addition, Alwazir and Shukri (2016) asserted that students can improve vocabulary learning and grammar
mastery through relying on memorization, although they may face other difficulties in acquiring the English
language. Until recently, EFL students have been considered passive learners when it comes to acquiring the
target language in the classroom. Moreover, their participation in the classroom has often been limited to one or
two sentences as a response to their teacher’s questions (Jamjoom, 2009). Owing to social and psychological
reasons, students feel stressed and nervous to speak English in the classroom, which tends to make them opt for
silence (Koran, 2015). To put it simply, EFL students are neglected in speaking sessions when they feel too shy
or nervous to speak in front of their classmates. Moreover, teachers may not have enough time to motivate them
to speak. Finally, traditional teaching methods create dull and anxious educational environments where students
become demotivated; consequently, they lack any spirit of innovation or critical thinking (Alharbi, 2015).

1.3.5 Usefulness of CLT

CLT is affirmed to be the most used and well-known approach to help students communicate effectively
(Larsen-Freeman, 2000). It is an approach with many distinctive characteristics. Richards and Rogers (2001)
argued that one of these distinctive attributes is that the teaching process is learner-centred and experience-based.
Moreover, Richards (2006) asserted that CLT has several unique features, such as making genuine
communication the target of learning English as well as giving students opportunities to reflect upon their
experiences and what they know (Richards, 2006). Through CLT, students enhance fluency and accuracy, use the
four skills interchangeably since they exist together in the real world, and generate and discover grammatical
rules. CLT deals with learning the English language as an ongoing process that focuses on learning from
trial-and-error practices that result in facilitating the learning process (Richards, 2006). There are many
advantages to involving students in pair and group work activities (Richards, 2006). One of the advantages is
that students learn the target language through listening to other members in group activities. Students learn
more vocabulary items and grammatical patterns and enjoy increased motivation levels in group or pair work
activities rather than in a teacher-centred classroom (Richards, 2006).
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Brown (1993) pointed out that it is more important to learn to speak the target language fluently and to be
understood by others than to learn grammar and sentence structure. Moreover, CLT is significant in highlighting
the importance of not correcting students’ oral mistakes while they are speaking since trial-and-error practice is a
part of the development of their speaking ability. Therefore, it is better to keep students’ errors in mind during
the activity and then point them out after the activity finishes (Brown, 1993). Teachers need to implement CLT
activities in the classroom to increase students’ interest and class participation, thereby improving their
performance (Uzoma & Ibrahim, 2018); in contrast, teacher-centred classrooms need to become less common. In
sum, more promotion of CLT implementation in the classroom is needed (Uzoma & Ibrahim, 2018).

1.3.6 CLT Activities in the EFL Classroom

Communicative activities are important to stimulate students’ communication with each other in the English
class, and these activities should be ranged from easy to more complex based on the level of the students.
Moreover, teachers should provide their students with constant scaffolding and feedback for each activity they
are involved in (Banciu & Jireghie, 2012). Oradee (2012) asserted that such communicative activities include
information gaps, jigsaw activities, problem-solving, and role-playing, all of which can improve students’
speaking skills. Hedge (2008) suggested that free discussion and role-playing are better for enhancing students’
oral production. In light of the above, the following three paragraphs discuss the main communicative activities
which will be used in the current study.

1.3.6.1 Interview

Communicative activities include interviews that play an important role in developing students’ fluency. Students
can choose topics that they are familiar with and then conduct interviews with various people. Conducting
interviews gives students the opportunity to practice speaking with others and makes them more sociable (Kayi,
2012). The interview can be very successful if the interviewer is skilful enough to ask the right questions, insist
on meaningful answers, interpret the interviewee’s answers correctly, and engage in a meaningful and fruitful
discussion with the interviewee. Both the interviewer and interviewee need to be good at listening so that the
question-and-answer sequence advances into a meaningful conversation (Klippel, 1984). It can be a good idea if
the teacher provides students with a rubric so that they understand the types of questions they can ask and the
sequence they can follow in the interview. However, students need to prepare the interview questions on their
own (Kayi, 2012).

1.3.6.2 Problem-solving

Another intriguing activity that can improve students’ oral communication is problem-solving. Students can be
given a problem or an issue and some information to help them fully understand the problem. Then, they are
asked to find a suitable resolution to the problem (Richards & Rodgers, 2001). The language needed for
problem-solving activities depends on the type of topic for each exercise. In addition, students can be requested
to make suggestions, provide reasons, and even accept or reject the suggestions and reasons provided by other
classmates (Klippel, 1984). Students are thereby given the opportunity to use their critical thinking effectively in
finding solutions for real-life problems.

1.3.6.3 Role-Playing

Role play is an effective communicative activity that can be used to enhance students’ speaking ability through
creating real-life situations in a conversation form (Huff, 2012). Tompkins (1998) identified role play as a
teaching procedure that encourages students’ participation in the learning process. Thus, students can overcome
shyness and speaking anxiety through intensive practice in creating scenarios about real-life situations.

1.3.7 Previous Studies of CLT

Wu (2010) explored the relationship between students’ language-learning strategies using CLT and their anxiety
level in an EFL classroom. The findings showed that although implementing CLT in the classroom can be
challenging to some extent, it is nonetheless considered a valid teaching method that should be applied.

Algonhaim (2014) investigated Saudi students’ perceptions towards communicative and non-communicative
activities in the classroom. The findings demonstrated that students were in favour of the implementation of both
communicative and non-communicative activities’ in the EFL classroom.

Al Asmari (2015) examined the difficulties and challenges that face teachers when implementing CLT in the
classroom. The findings showed that teachers had difficulty accessing CLT materials and were unable to prepare
CLT activities for their students due to the limited time of the classroom and a lack of CLT training. In addition,
students’ passive learning style, lack of motivation, low proficiency level, and resistance to participation in
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communicative activities were major challenges for the teachers. Therefore, teachers need more training on
communicative activities and students need to become more autonomous to be able to improve their speaking
ability.

Azadi et al. (2015) investigated the effect of classroom interaction in enhancing students’ speaking ability. The
research findings demonstrated that students’ communication inside the classroom developed their speaking
ability. The study researchers asserted that reinforcing classroom interaction will improve EFL students’
speaking proficiency. Azadi et al. (2015) suggested that devoting some hours of classroom time for students to
interact with each other and motivating them to have profound conversations would lead to a more
communicative environment.

Ochoa et al. (2016) explored the relationship between CLT activities and their effect on students’ motivation to
learn the English language. The research results showed that EFL students considered CLT activities to be
motivating. Moreover, students felt more motivated when they were involved in communicative activities
because such activities helped them improve their fluency, pronunciation, and performance when using English
for communication. They felt more confident when they interacted with each other in communicative activities
such as class discussions, games, pair/group work, role plays, and oral presentations within groups. The
researchers recommended that teachers use each communicative activity more than once to promote
opportunities for students to practice English, encourage them to be independent learners, and create an effective,
friendly atmosphere for them in the classroom. They also suggested that teachers need to give students
continuous constructive feedback and error correction on their performance during these activities to motivate
them even more. Last, they recommended that teachers provide equal opportunities for students to participate
and interact in the classroom to achieve efficient results.

Wajid and Saleem (2017) investigated EFL learners’ opinions to estimate the influence of their conformity
attitude and its level on the implementation of communicative activities in the classroom. The findings of the
study demonstrated that EFL learners at King Abdul-Aziz University (KAU) exhibited attitudes of conformity
towards improving their speaking skills through communicative activities. Moreover, the learners showed a very
high level of conformity regarding implementing CLT in the classroom. Therefore, this study can be considered
evidence of the effectiveness of CLT for improving students’ speaking ability.

2. Methodology

The current study followed a quasi-experimental method and the quantitative data were collected from pre- and
post-tests. In the quantitative phase, a pre-test was conducted before the intervention for an experimental and
control group. One intervention was conducted with the experimental group per weekly speaking season for
three weeks. After the intervention, a post-test was given to both groups to demonstrate if there was any
improvement.

2.1 Participants

The selection of participants is a convenience sampling because the participants were selected based on their
availability at the time of the experiment, easy accessibility at the ELI of UJ, and their willingness to volunteer in
the current study (Dornyei, 2007). The current study is specific to Saudi female EFL students in the preparatory
year at UJ. The participants were 21 students from two classrooms, and their age ranged from 18 to 25. Both
groups were chosen to be in Level 2 because the current study required the participants to have a basic
knowledge of English and an ability to utilise the language orally.

2.2 Instruments

To answer the research question, a quasi-experimental study is conducted to determine whether CLT activities
were effective for enhancing students’ speaking skills. A quantitative data collection was conducted in the form
of a pre-test before the intervention. It was applied to set a baseline for students’ speaking ability and for
comparison with the post-test results. Then, a post-test was assigned to the students to determine whether they
benefited from the intervention and for comparison with the control group to reveal any enhancement.

2.3 Data Collection Process

2.3.1 Ethics of the Research

To ensure the authenticity of the current study, the researcher adhered to the following procedures:

First, the researcher made sure to notify the dean of the ELI of UJ about the study, and an approval form was
received two days later. Second, students were notified that their participation in the study was voluntary and that
they could withdraw from it any time they wanted. Third, students were informed that the grades of the pre-test
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and post-test would not influence their scores in the English language course. Fourth, students were requested to
take the experiment seriously, and the tests were examined and assessed by the researcher and their main teacher
to evaluate their performance on both tests. They were told that their answers on the tests would be recorded, and
they agreed. Last, students’ confidentiality was assured, and their information was used for the purposes of the
study.

2.3.2 The Pre-test

The experiment took place over five weeks for an hour and a half per weekly speaking session, except for the
pre- and post-tests, which were held during two sessions in the first and fifth weeks. First, an IELTS speaking
pre-test was given to 21 students from both the experimental and control groups. Students were instructed about
the nature of the IELTS speaking exam, the test sections, and the amount of time that would be spent on each
section. The IELTS speaking exam consisted of three parts (see Appendix A); the first part was an interview with
the examinee about themselves and their studies at university for two minutes. The second section centred on a
real-life topic (e.g., getting along with a member of the family), about which students talked for five minutes.
The third part was a further discussion about the previously mentioned topic for three minutes. Every student
took 10 minutes to finish the exam. An analytic IELTS rubric was used to write down students’ scores based on
their performance, and their main teacher acted as a second assessor to limit the subjectivity of the evaluator. The
researcher and the second assessor evaluated students’ performance individually. Then, they agreed on a
common score for every student. Students’ answers were recorded just in case there was any kind of
disagreement on the common score agreed on by the assessors.

2.3.3 The Intervention

The researcher taught the experimental group for an hour and a half per weekly speaking session for three weeks.
The experimental group was taught using one of the following activities: problem-solving, interviewing, or
role-playing. These activities involved group and pair work and were taken from Klippel’s (1984) book entitled
Keep Talking: Communicative Fluency Activities for Language Teaching. However, the control group was
taught in the traditional way by their main teacher. To make the teaching sessions effective and intensive, the
researcher wrote a lesson plan incorporating two activities for each speaking session. One of the activities was
taken from Klippel’s (1984) book, while the other was created based on students’ weekly topic found in the
pacing guides. The researcher provided the experimental group with constant feedback and scaffolding.

In the first speaking session, students were taught using an interview activity. The researcher based the teaching
on an activity found in Klippel’s (1984) book titled “Self-directed interview” for half an hour. The activity
involves requesting students to practice creating questions about themselves and how to answer them. Then, they
were asked to cooperate with their classmates to exchange the questions and practice them in the classroom. The
second activity that was given to students was about the week’s topic of taking a selfie; they were given an hour
to complete the assignment. For this purpose, the researcher created a worksheet that required students to work
in pairs to write questions and answers about applying for a photographer position. The purpose of this activity
was to teach students the value of group work and how to prepare for job interviews.

In the second speaking session, students were immersed in a role-playing activity. The first activity asked
students to work in four groups of five students to be applicants at a job interview, and an additional group was
created to be employers hiring for a waitress position. The employer group were responsible for asking the
questions and, based on the other groups’ answers, the best one was chosen for the job. It took students half an
hour to prepare and complete the activity. The second activity was about advertising. The students were given
pictures of advertisements and situations; they were required to prepare for these situations in pair work and then
role-play them in front of the class. The students created questions and answers based on the ad provided; then,
each pair of students performed the role play in front of the class. The purpose of this activity was to improve
students’ self-confidence and help them overcome their shyness and anxiety about speaking in public.

In the third speaking session, the students were given a problem-solving activity. The first activity was a desert
island problem. The researcher gave students a situation where they imagined themselves being abandoned on an
isolated island. They were asked to work in pairs to write a list of 10 items they thought they needed to survive.
After they wrote their lists of items, they were asked to share them and the reasons behind choosing them with
the researcher. The second activity was based on the week’s topic, which was vision 2030. Students were given a
list of environmental and societal problems that Saudi citizens still find occurring in Saudi Arabia, and they were
asked to work in pairs to find solutions for these problems. After they came up with solutions for them, they
were asked to share the solutions with the rest of the class.
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2.3.4 The Post-test

In the fifth week, 21 students from both groups were given the same IELTS speaking test they took at the
beginning of the experiment. The main teachers of the experimental and control groups helped the researcher as
second assessors to make sure that the scores given were fair. Students” answers were recorded.

2.4 Validity and Reliability of the IELTS Speaking Exam

The validity of the IELTS speaking exam can be determined. For a test, validity means that the results are
suitable, meaningful, and useful in assessing the required performance (Gronlund, 1998). The IELTS speaking
exam is valid and authentic for the following reasons. The content validity of the test is assured since the IELTS
exam is a direct testing method that assesses the test-takers’ speaking ability (Brown & Abeywickrama, 2010).
Luoma (2004) noted that direct testing is considered valid since the test results reflect the level of the speaking
skill that is being evaluated. Moreover, the IELTS test is considered to have face validity as the questions were
revised by an English teacher who had been teaching in the TESOL field for many years (Creswell, 2012).
Furthermore, the content and format of the test are guaranteed because the test was taken from the British
Council website.

The reliability of the IELTS test is also assured. Test reliability means that the scores of the test are consistent
and dependable (Brown & Abeywickrama, 2010). The IELTS test is reliable since an analytic scale is used to
give clear direction for scoring. Inter-rater reliability is confirmed; this type of reliability occurs when two
assessors agree on a common score for each student, which increases the adherence to the scoring criteria and
decreases the influence of evaluators’ biased judgements (Brown & Abeywickrama, 2010). Test-retest reliability
is also assured; this type of reliability requires the researcher to use the same test twice at different time intervals,
as was carried out in the present study (Creswell, 2012).

3. Data Analysis Procedure and Results
3.1 Analysis and Results of Quantitative Data

To answer the research question, descriptive analysis of the mean, median, and standard deviation are presented
to show the difference between the pre- and post-test scores for the experimental and control groups. Then, an
inferential statistical treatment of the Mann-Whitney U test is conducted to illustrate the significant difference
between the scores of the two groups.

Is there any difference between the experimental and control groups in the enhancement of their speaking skills
at the ELI of UJ?

Table 1 presents the descriptive statistics for the experimental group scores for the pre-test and post-test.

Table 1. Descriptive statistics of experimental group scores for pre-test and post-test

Descriptive statistics for the experimental group Mean Median  Std. Deviation
Pre-test 348  3.00 1.030
Post-test 4.238 4.500 1.136

Table 1 describes the difference in the median values between the pre-test and post-test scores for the
experimental group. The median of the total scores for the pre-test is 3.00. Moreover, it can be seen that there is
an increase in the median of the total scores in the post-test with a point average of 4.500. As a result, there is a
significant difference between the scores of the pre-test and post-test in the experimental group. Table 2 presents
the descriptive statistics for the control group scores for the pre-test and post-test.

Table 2. Descriptive statistics of control group scores for pre-test and post-test

Descriptive statistics for the control group Mean Median Std. Deviation
Pre-test 3.29 3.00 1.347
Post-test 3.714 3.00 1.401

As shown in Table 2, the medians of the total scores of the pre-test and post-test are 3.00. After comparing the
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median scores of the two tests, there is no significant difference between the scores of the pre-test and post-test

in the control group. Figure 1 compares the median values for the pre-test in the experimental and control
groups.

5 —

Pretest results

: 1

T T
the experimental group the control group

Group
Figure 1. Comparison between the Pre-test scores of the experimental and control groups

Figure 1 compares the median values of the pre-test scores of the experimental and control groups. As can be

seen, both groups revolve around the median rating (3.00), which indicates that the pre-test results of the two
groups were equal.

4.0+

posttest results-

2.0 —

T T
the experimental group the control group

Group

Figure 2. Comparison between the Post-test scores of the experimental and control groups

Figure 2 demonstrates the median values between the post-test scores of the experimental and control groups. As
shown in Figure 2, the experimental group scored a higher rating (Md = 4.500) compared to the control group
(Md = 3.00). Therefore, the experimental group scored higher on the post-test. To confirm these results, Table 3

shows the normality distribution of the scores of both groups to determine the inferential statistical treatment for
the quantitative data.
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Table 3. Normality distribution test

Tests of Normality

Kolmogorov-Smirnov® Shapiro-Wilk
Group . . .y .
Statistic Df Sig. Statistic df Sig.
Post_test/Pre_test 1 025 21 0001 0878 21 0014
Difference 2 0.304 21 0 0.762 21 0

a. Lilliefors significance correction.

As shown in Table 3, the significant value for the pre-test and post-test scores is (0.00) less than 0.05 (Sig. <
0.05). This indicates that the data is not normally distributed; therefore, the nonparametric Mann-Whitney U test
is applied (Pallant, 2011). Moreover, the number of participants in the quasi-experimental study is less than 30,
which supports the use of the Mann-Whitney U test.

The research question aims at finding the difference between the experimental and control groups in improving
their speaking skills. Tables 4 and 5 and Figure 3 illustrate the Mann-Whitney U test results.

Table 4. Mann-Whitney U Test

Ranks
Group N Mean Rank Sum of Ranks
1 21 25.79 541.5
Post-test/Pre-test Difference 2 21 17.21 361.5
Total 42

Table 5. Test Statistics for Mann-Whitney U Test

Test Statistics®

Post-test/Pre-test Difference

Mann-Whitney U 130.5
Wilcoxon W 361.5
V4 -2.364-
Asymp. Sig. (2-tailed) 0.018

a. Grouping variable: Group.
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2.0 e

posttest pretest difference

T
the experimental group the control group

Group

Figure 3. Comparing the difference between the Pre-and Post-test scores of the experimental and control groups

Table 6. Median scores for both groups

Report

Post-test/Pre-test Difference

Group N Median
Experimental Group 21 0.5
Control Group 21 0

Total 42 0.5

As seen in Tables 4 and 5 and Figure 3, the experimental group scored higher in point average (M = 25.79) than
did the control group (M = 17.21). Moreover, the Mann-Whitney U test revealed a significant difference between
the experimental group (Md = 0.500, n = 21) and the control group (Md = 0.00, n = 21) (see Table 6 above), U =
130.500, Z = -2.364. In addition, the P-value is (0.02), which is less than (0.05), and the effect size is 0.03 which
indicates a small effect. Therefore, the experimental group improved their speaking skills more than did the
control group.

4. Discussion

The aim of the study was to examine the effect of using CLT activities on EFL students’ speaking skills at the
ELI of UJ. The findings in response to the research question showed that the experimental group scored higher
than did the control group on the post-test; however, the effect size is small. The reason behind this small effect
is that the intervention lasted for a short period of time (i.c., three speaking sessions). If the study lasted for at
least four months and involved teaching students twice a week using CLT activities, better results might be
obtained. As Ochoa et al. (2016) recommended in their study, if teachers use a CLT activity multiple times in the
class, students will have more opportunities to practice English in the classroom. Another reason for the small
effect size is that the number of participants was 21 from each group; if more participants were involved in the
study, maybe there would be a larger difference between the groups’ results.

Another reason to consider for the small effect size is the difficulty of promoting students’ speaking skills in
Saudi universities. As the literature shows, many researchers have concluded that students need more practice to
better their performance (Al-Seghayer, 2011; Farooq, 2012). Other researchers have argued that CLT
implementation in the classroom is challenging and complicated (Karavas-Doukas, 1996; Li, 1998; Hiep, 2007).
The above-mentioned assertions are correct to some extent for many reasons. First, students are used to
memorizing paragraphs and textbook exercises when they prepare for their tests, which hinders the improvement
of their speaking ability (Alwazir & Shukri, 2016). Second, Saudi students that have had bad experiences with
learning the English language in high schools form negative views about the possibility of learning it at the
university stage, and such views take a lot of time to overcome (Alwazir & Shukri, 2016). Third, teaching the
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English language in the Arab context, and specifically in some Saudi universities, is still based on the traditional
way of teaching, which can hinder students’ learning (Al-Hazmi, 2006). Fourth, Saudi students use Arabic
everywhere, which makes it hard for them to acquire the target language. This situation makes it hard for
teachers to create opportunities for EFL students to practice English in the classroom (Khan, 2013). Last, Al
Asmari (2015) noted that EFL students are still considered passive learners who lack motivation to participate in
the classroom, have low proficiency levels in the English language, and resist taking part in communicative
activities inside the classroom.

However, there is still a significant difference between the pre- and post-results of the experimental group. Some
similar studies’ findings were alighned with the present study’s result in the usefulness of CLT for improving
students’ speaking ability (Wu, 2010; Algonhaim 2014). On that note, the purpose of CLT is to create
opportunities for students to practice their speaking skills in real-life situations (Richards, 2006). The researcher
followed this approach to create such genuine opportunities for EFL students at the University of Jeddah to
improve their speaking ability. As has been confirmed by many studies, CLT is considered to be effective for
improving students’ speaking proficiency (Azadi et al., 2015; Wajid & Saleem, 2017; Uzoma & Ibrahim, 2018).

There are many positive sides to implementing CLT in EFL classrooms in Saudi universities. First, as Richards
and Rogers (2001) argued, this teaching approach promotes learner-centredness, which results in a more
communicative environment that offers students increased opportunities to practice speaking. Richards (2006)
pointed out that creating genuine communication using CLT activities is the target of learning the English
language. Indeed, the present researcher has seen an improvement in students’ pronunciation, accent, vocabulary
use, and fluency and accuracy through implementing communicative activities in the classroom.

EFL students at UJ tend to be shy about making mistakes in their oral production if they are asked to perform in
front of their classmates, which results in the inability to speak publicly (Koran, 2015). For the experimental
group, through CLT, opportunities were created for trial and error, listening to their classmates, and making
mistakes and learning from them (Richards & Rogers, 2001; Richards, 2006). Thus, they increased their
self-confidence and overcame their shyness (Boonkit, 2010; Ochoa et al., 2016); they learned that their oral
mistakes are an indication of improvement in their oral production (Richards, 2006). They also benefited a lot
from pair and group work, which resulted in learning more information about their classmates.

As is well-known, English is a global language that must be learned by many, and speaking is one of the skills
that requires a great deal of practice to acquire. By improving students’ speaking ability, many opportunities will
be created for them. Students will have opportunities to perform speaking activities in contexts such as
ceremonies, job interviews, and activities for job training (Osborn et al., 2008). Moreover, speaking and
communicative competence have become very important to acquire because they are part of new employment
standards (Zaremba, 2006). Therefore, if students hope to find job opportunities in the future, they need to better
their oral production and communication skills in English through taking part in CLT activities both inside and
outside the classroom. That way, they can even improve their speaking ability and communication skills through
listening to media and seeking more opportunities to speak English in real situations (Songsiri, 2007).

5. Limitations of the Study

The research presented in this paper has many limitations to consider. For example, the current study is limited
to female students in the ELI of UJ, and the pre- and post-tests were limited to 21 students, which is not enough
to obtain generalizable results. Moreover, the duration of the study is too short, which may affect students’
performance; therefore, future studies might extend similar research over an entire semester to obtain more
convincing results. In addition, the researcher did not teach the control group, which can be regarded as a
limitation. However, it is much better that their main teacher taught them since the researcher would not have
contributed anything new to the teaching of the class and wanted the students to stay on course by studying with
their usual teacher.

6. Pedagogical Implications and Recommendations for Further Research

Many pedagogical implications need to be considered when it comes to implementing CLT activities in the
classroom. Many Saudi universities still consider the traditional way of teaching and book-based teaching to be
the most suitable methods when it comes to teaching EFL students during the preliminary year of any Saudi
university. However, it is very important to consider other approaches to teaching in order to vary the teaching
style in the classroom. Teachers are encouraged to try to implement CLT activities in the classroom to find out
whether students prefer this type of teaching or not. They can conduct a needs analysis to discover what type of
communicative activities students feel are relatable and comfortable to participate in. The administration of
educational institutions is required to provide teachers with suitable materials to be able to implement CLT
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effectively in the classroom; they need to provide teachers with training sessions on how to conduct these
activities efficiently. In addition, such training sessions will help teachers broaden their horizons sufficiently to
consider the negative effect of relying entirely on a teacher-centred way of teaching and consider other
approaches to enhance students’ learning.

A qasi-experimental study could be conducted in the male section at the ELI of UJ through which more data
related to CLT can be collected. Further investigation of implementing the CLT approach in various Saudi
universities is needed. Therefore, a quasi-experimental study in both male and female sections will enrich the
literature of this field. The current study focused on three types of communicative activities—interviewing,
problem-solving, and role-playing—but the inclusion of more kinds of interactive activities when investigating
the implementation of the CLT approach can lead to more relevant and coherent results. Finally, a future study
could conduct observations of teachers teaching CLT activities in the classroom to obtain a more detailed
understanding of CLT practices in different educational settings in Saudi Arabia.
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Appendix A

The IELTS Speaking Test

1- Introduction and Interview

What is your name?

How old are you?

What do you or are you planning to specialize in?

Why did you choose or are you planning to choose that subject?
Do you plan to get a job in the same field as your subject?
2- Individual Long Turn

Describe a member in your family you get on well with.
You should say:

*  Whoisit?

*  What relationship you have to that person

*  What that person is like

*  What you do together

*  Explain why you get on so well

3-Travel: Two-way discussion

We have talked about a a member in your family you get on well with. I’d like to discuss with you a few more
questions related to this topic.

* s family Important in your country?

*  How do you think the family will change in the future?
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*  Who do you think should be responsible for the care of the elderly, the family or the government?
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