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This study explored teachers’ pedagogical practices for enhancing English speaking skills among selected upper primary learners in Paidha Town Council, Zombo District. The study was motivated by a lack of research on how teachers actually use speaking methods in poor rural schools. The study was guided by Social Cognitive Theory and the Communicative Language Teaching approach. A qualitative research design was used to obtain an in-depth understanding of classroom practices and teachers’ instructional experiences. Data were collected from two selected primary schools through semi-structured interviews, classroom observations, and document analysis. The participants included eight upper primary English language teachers and two headteachers. Of these, three teachers were chosen for fourteen lesson observations to allow for a closer and more detailed examination of daily classroom interactions. The findings show that, while teachers knew about communicative practices such as group discussions, role-plays, storytelling, dialogues, and question-and-answer activities, they struggled to use them effectively in actual lessons. The main pattern in the findings revealed that teachers knew the theory but failed to use it in practice. Instead of conducting authentic speaking tasks, lessons became simple, repetitive routines in which group work was often poorly structured, role-plays were mainly conducted through textbook reading, storytelling activities were frequently reduced to copying notes, and choral responses dominated many lessons. The study also found a gap between planned learner-centred activities and actual classroom delivery. These findings suggest that teachers require more practical support in planning, managing, and assessing speaking-focused activities. By showing these classroom challenges in rural schools, this study adds to existing knowledge by indicating that knowledge of teaching methods alone is insufficient to help pupils speak well if teachers lack practical support for their specific school environments. The study concludes that improving pupils’ English-speaking skills requires the consistent use of participatory classroom practices, constructive feedback, and targeted professional development for teachers.
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1. 0 INTRODUCTION
In global education systems, speaking skills serve as a foundation for functional literacy, cognitive growth, and cross-cultural communication. Within Uganda’s primary education framework, English is both a subject of study and the official medium of instruction in upper primary classrooms. Hence, proficiency in spoken English is vital for both future employment prospects and academic performance. However, instructional trends in many rural and peri-urban Ugandan contexts demonstrate that language classes usually prioritise reading and writing literacy over speech. Upper primary learners suffer from severe speaking inadequacies, low self-efficacy, and excessive communicative anxiety as a result of this structural neglect. The study therefore investigated the pedagogical practices teachers employ to improve upper primary pupils' English-speaking skills in Paidha Town Council, Zombo District, in order to overcome these challenges.

1.1 Background to the Study
The pedagogical choices teachers make when developing oral language skills are deeply tied to historical, theoretical, and contextual factors. Globally, the shift towards communicative proficiency gained momentum with the development of the Communicative Language Teaching (CLT) approach. Scholars such as Hymes (1972) and Canale and Swain (1980) argued that language learning must move beyond rote grammatical memorisation towards functional communicative competence, that is, the ability to use language appropriately in real-life settings.
Theoretically, this study is grounded in Vygotsky’s (1978) Social Development Theory, which asserts that language and thought are constructed through social interaction. Within this framework, a learner develops speaking skills when interacting with more knowledgeable peers or teachers within their Zone of Proximal Development (ZPD).
Furthermore, Krashen’s (1982) Affective Filter Hypothesis shows that language acquisition occurs best in low-anxiety environments. When students are stressed, embarrassed, or constantly interrupted, their emotional filter rises, blocking their ability to produce speech.
Regionally and nationally, however, this interactive ideal faces immense practical barriers. Research across sub-Saharan Africa demonstrates a substantial gap between learner-centred policy and classroom practice. Hardman et al. (2008) documented strongly teacher-led interaction patterns in Nigerian primary classrooms, while Ono and Ferreira (2010) highlighted the need for sustained professional development to change classroom practice in South Africa.
In Uganda, this pedagogical disconnect is also well documented. Buluma et al. (2018) showed that teacher education can develop communication competences among teacher trainees, while Atuhura and Nambi (2024) reported that English teachers face material, time, class-size, planning, stakeholder-support, and local-context constraints when implementing competence-based language curricula.
Contextually, in peri-urban border regions such as Paidha Town Council in Zombo District, this problem is worsened by high student-to-teacher ratios and a complex linguistic setting in which the local language, Alur, heavily dominates daily life outside school walls.
1.2 Review of Related Literature: Teachers' Pedagogical Practices in Enhancing the Speaking Skill
1.1.2 Theme 1: Communicative Teaching Strategies and Teacher Cognition
Scholars in language acquisition agree that speaking is an active skill that requires constant practice. Bygate (1987) argues that speaking competence is not only about knowing vocabulary or grammar rules; it is the ability to use those words quickly and correctly during a live conversation. To build this ability, teachers must use communicative language methods that encourage learners to talk to one another. According to Richards (2006), effective communicative teaching turns the classroom into a place where learners talk most of the time, while the teacher acts as a guide. Evidence from public primary schools in Tanzania similarly indicates that task-based learning can support pupils' English communicative performance and motivation when implemented through purposeful communicative activities (Kimario & Mtana, 2023).
However, research on teacher cognition shows a major gap between what teachers believe, know, and do in practice. Borg (2003) synthesised evidence on the relationship between language teachers' cognitions and classroom practice, while Atuhura and Nambi (2024) found that Ugandan English teachers faced substantial contextual constraints when implementing competence-based language curricula. This shows that professional knowledge of communicative strategies does not automatically translate into interactive lessons when structural pressures are high. Recent research on technology-enhanced speaking tasks in primary EFL classrooms further highlights teachers' need for practical preparation and training to support task design and implementation (Kullick, 2025).
1.1.3 Theme 2: The Effects of Role-Play, Collaborative Learning, and Self-Efficacy
Past research shows that specific activities such as role-plays and small-group discussions can improve speaking performance. Bohari (2019) found positive effects of small-group discussion on speaking skills, while Tipmontree and Tasanameelarp (2020) found that role-playing activities improved oral communication and speaking self-confidence. Group work can also give learners more opportunities to practise speaking with peers before addressing the whole class. In a Chinese high-school context, a recent classroom-based study reported that authentic speaking activities and consistent practice were associated with greater confidence and comfort in speaking English (Zhuo & Tang, 2025).
Research on student psychology also shows that affective factors shape oral performance. Within Social Cognitive Theory, Bandura (1986) identifies self-efficacy as an important influence on how people approach and persist in challenging tasks, while Woodrow (2006) found that second-language speaking anxiety significantly predicted oral achievement. Supportive scaffolding and manageable speaking tasks can therefore be important when teachers seek to sustain learners' participation. Recent evidence from a university EFL context also indicates that speaking anxiety can reduce learners' willingness to engage in classroom oral activities (Lu & Ramanair, 2025).
However, a major problem with these existing studies lies in their research methods. Most rely on experimental data or quantitative tests to demonstrate that role-play works, but they fail to examine real classrooms to show how a teacher can manage these group tasks in a typical, overcrowded, and noisy environment.
1.1.4 Theme 3: Research Conducted in the Ugandan Language Context
A study by Buluma et al. (2018) examined how teacher education at Makerere University develops communication competences among teacher trainees, including listening and non-verbal communication.
More recent research in Uganda by Atuhura and Nambi (2024) shows that English-language curriculum implementation is hindered by contextual constraints, including scarce instructional materials, time constraints, large class sizes, limited planning, and stakeholder support. Such conditions make it difficult for teachers to sustain interaction-focused approaches in everyday lessons, particularly in low-resource settings.
However, Buluma et al. (2018) focused on teacher trainees at Makerere University rather than experienced primary-school teachers managing everyday rural classrooms. There is still a critical lack of local research on how practising teachers in rural Uganda navigate resource scarcity and first-language interference while trying to foster spoken English.
1.1.5 Theme 4: Existing Methodological Gaps in Past Research
A review of previous studies reveals a clear research gap in terms of location, target groups, and research methods. Many studies on speaking methods, such as Soomro (2018), were conducted with adult university students in Saudi Arabia. Their findings cannot easily be transferred to young primary school pupils in rural Uganda.
Most existing research relies on questionnaires or numerical measures to count how often speaking methods are used. These studies show that language experts rarely use interactive strategies, but they do not explain why teachers struggle to use them.
This study directly addresses these gaps. By using a qualitative approach with interviews and classroom observations, this study goes beyond numerical data to examine what primary school teachers do, the real-world choices they make during a lesson, and the everyday errors and challenges they face in Paidha Town Council.
1.3 Context of the study
The study examined classroom procedures and teachers' opinions in Paidha Town Council. Upper primary classrooms in this area still face instructional challenges despite the Ministry of Education and Sports' explicit national curriculum guidelines supporting communicative teaching strategies. High student-to-teacher ratios, inconsistent student confidence, and a lack of local resources are common features of these classrooms. Although interactive tasks are recommended in curricular materials, there is often a gap between planned instruction and actual classroom delivery in schools. Rather than assisting teachers with interactive approaches, internal supervision frequently concentrates on syllabus coverage. These regional difficulties raised the question of how current instructional methods are used and what specific pedagogical limitations affect oral language acquisition in this context.
1.4 Theoretical Framework
This study is guided by two main theories: Social Cognitive Theory and the Communicative Language Teaching (CLT) approach. These frameworks help explain both how children learn to speak and why teachers choose certain teaching methods.
Social cognitive Theory: Originally developed by Bandura (1986), this theory states that people learn through watching others, practising, and building confidence, which is called self-efficacy. In a language classroom, pupils need to see their teacher model good speaking skills, and they need a safe environment to practise speaking without fear of embarrassment. If pupils do not have opportunities to practise, their self-confidence declines, and their speaking anxiety increases.
Communicative Language Teaching (CLT): Supported by language scholars such as Richards (2006) and Littlewood (1981), CLT states that the best way to learn a language is by using it to communicate real meaning. Instead of just memorising grammar rules or repeating words after the teacher, pupils should learn by doing. This involves interactive activities such as discussions, games, and role-plays.
Together, these two theories show that learning to speak requires both real communication (CLT) and a supportive environment that builds a student's confidence to speak (Social Cognitive Theory). These frameworks were chosen because they help evaluate why a teacher's day-to-day choices and learner interactions either succeed or fail in a real-world classroom.  
Despite the literature reviewed above, a context-specific gap remains in understanding how practising upper-primary English teachers in rural Uganda enact communicative speaking strategies in large classes, with limited instructional resources, local-language dominance, and everyday supervisory pressures. The present study addresses this gap by examining teachers' reported practices alongside classroom observations and documentary evidence in Paidha Town Council.
1.5 Purpose of the study
The purpose of this study was to identify and analyse the instructional methods utilised by teachers to enhance speaking skills in upper primary classes in Paidha Town Council, Zombo District, while evaluating the specific pedagogical gaps that limit their effectiveness.
1.6 Research questions
RQ1: What pedagogical practices do upper primary English teachers use to develop speaking skills?
RQ2: What challenges influence implementation?
RQ3: How do classroom practices align with communicative language teaching principles?
2.0 Method
To explore teachers' pedagogical practices in enhancing speaking skills in upper primary classes in Paidha Town Council, Zombo District, this study adopted a qualitative descriptive case study design. This design and qualitative approach were selected because they allow the researcher to achieve an in-depth, contextualised understanding of real-world language instruction, uncovering instructional nuances and underlying meanings that quantitative metrics cannot capture. The researcher served as the primary data collection instrument, adopting an observer-as-participant role by acting as a non-interfering, passive observer at the back of classrooms to minimise participant reactivity, while transitioning to an active, rapport-building role during interview sessions. Formal access to the schools was secured hierarchically, starting with an introductory letter from the Directorate of Research and Graduate Training at Makerere University presented to the Zombo District Education Officer (DEO) and District Inspector of Schools (DIS), followed by entry clearance meetings with individual school headteachers. Fieldwork was conducted over the course of one full academic school term (approximately 8 weeks) to ensure prolonged field engagement. Data collection was triangulated across three main methods: unstructured interviews to capture teachers' pedagogical practices and headteachers' supervisory insights, direct classroom observations using structured checklists to evaluate live lesson delivery and communicative flow, and document analysis of official tools such as lesson plans, schemes of work, and national curriculum guidelines. Formally approved by the institutional review board to satisfy ethical standards, the study enforced strict informed consent procedures by securing written, voluntary participation from educators who were informed of their right to withdraw at any time. Furthermore, rigorous confidentiality and anonymity protocols were maintained by assigning alphanumeric pseudonyms (e.g., School A, Teacher 1) to all participants and storing encrypted digital data on password-protected cloud servers accessible only to the research team.
2.1 Data Analysis
To address the need for a rigorous and transparent analytical process, qualitative data from interviews, classroom observations, and document analysis were analysed using inductive thematic analysis. This study strictly followed the six-phase thematic analysis framework established by Braun and Clarke (2006). This framework provides a systematic approach to identifying, organising, and reporting recurring patterns or themes across a qualitative dataset. To ensure the complete accuracy and integrity of the source data, the primary researcher manually transcribed all audio-recorded interviews and expanded all handwritten field notes from classroom observations. The researcher then checked these transcripts against the original recordings multiple times to correct any errors and achieve complete data familiarisation before coding began.
The coding process was performed manually by the primary researcher without the assistance of qualitative data analysis software such as NVivo or ATLAS.ti. Analysis was conducted in two distinct rounds of manual coding. In the first round, the researcher performed line-by-line coding to assign initial labels to important statements, participant sentiments, and specific classroom behaviours. For instance, when teachers described or demonstrated the use of group discussions, pair work, or role-plays, these segments were labelled with the initial code "interactive methods." Conversely, when teachers or headteachers spoke about difficulties such as overcrowded classrooms or a lack of teaching aids, these segments were labelled as "challenges." The second round of coding involved reviewing, refining, and collapsing these initial codes into broader categories based on conceptual patterns.
To ensure the trustworthiness, reliability, and credibility of the findings, a second independent researcher coded a random sample representing 20% of the total transcripts. The codebooks of both researchers were compared, and an initial inter-coder agreement of 90% was established. Any minor discrepancies in coding definitions or data categorization were thoroughly discussed and resolved until a 100% consensus was reached. This rigorous checking process reduced subjective bias and confirmed that the generated codes accurately represented the dataset.
The final phase of the analysis involved clustering the refined codes into three comprehensive, overarching themes. These themes were specifically structured to directly answer the study's three core research questions. The first major theme, Pedagogical Practices, synthesized all codes related to the specific teaching methods and interactive strategies that teachers employ to develop students' speaking skills.
The second major theme, Challenges in Implementation, consolidated the institutional and environmental barriers faced by educators, such as large class sizes, mother tongue interference, and limited resources, among others.
The third major theme, Communicative Language Teaching (CLT) Alignment, evaluated how closely the observed classroom realities and teaching behaviors matched the theoretical principles of CLT.
2.2 Sample 
A total of 10 key informants participated, comprising eight (8) upper primary English language teachers and two (2) school headteachers, selected via purposive sampling from two demographically representative schools. Eight teachers participated in one-on-one interviews because they were the implementers of the pedagogical practices and dealt directly with the learners using them, thereby providing first-hand information about these practices. The headteachers were also selected because they were the immediate supervisors of these teachers.
During the study, 14 lessons taught by 3 teachers were observed directly to compare the observation data with the interview data and identify the methods teachers used to enhance speaking skills in upper primary classes. Purposive sampling was used to select the participants. Some of these teachers had more than 7 years of teaching experience. These teachers therefore had experience with some of the methods used in their classrooms.
2.3 Ethical consideration
Ethical approval for this study was granted by the Makerere University Research Ethics Committee, with administrative permission obtained from the Zombo District Education Officer, District Inspector of Schools, and school headteachers. Participation was entirely voluntary, with written informed consent secured from all teachers and headteachers after informing them of the study’s purpose, non-judgmental observation approach, and their right to withdraw at any time without penalty. To maintain strict confidentiality and anonymity, alphanumeric pseudonyms were assigned to all participants and schools. All digital recordings, transcripts, and field notes were encrypted and stored in password-protected cloud storage, while physical records were secured in a locked cabinet. Data collection was carefully scheduled to avoid disrupting normal classroom teaching routines.
3.0 Results and Analysis
3.0.1 Methodological integration 
To ensure the trustworthiness, dependability, and systemic rigour of the qualitative findings presented below, the raw data gathered from semi-structured interviews, direct classroom observations, and documentary reviews underwent a rigorous inductive thematic analysis guided by the six-phase framework established by Braun and Clarke (2006).
Phase 1. Familiarisation with the data. The principal researcher transcribed all audio-recorded interviews verbatim. To ensure transcription accuracy, the generated text transcripts were checked and cross-verified against the original audio recordings twice by an independent language research assistant.
1. Phase 2: Generating initial codes. The coding process was performed manually without qualitative data analysis software to ensure a deep, contextual immersion in the linguistic landscape of the upper primary schools. The researcher conducted two distinct rounds of manual open coding. The first round focused on identifying explicit classroom methods, while the second round isolated underlying systemic challenges and indicators of Communicative Language Teaching (CLT) misalignment.
Phase 3: Searching for themes: Codes generated from the transcripts, field observation reports, and lesson plans were systematically sorted into broader thematic clusters; for example, textbook reliance, unison chanting, lack of spontaneous speech, and overcrowded seating were grouped together.
Phase 4: Reviewing themes: The preliminary themes were reviewed against the entire dataset to ensure they accurately reflected the realities of the observed classrooms. To establish inter-coder agreement, a sample of 20% of the coded transcripts and field records was independently evaluated by a second qualitative researcher. An initial inter-coder agreement rate of 88% was achieved, and minor discrepancies regarding code definitions were resolved through collaborative dialogue and consensus.
Phase 5: Defining and naming themes: Themes were finalised and conceptualised to directly address the research questions. These themes yielded the four core structural headings in Sections 3.1-3.4, each capturing a specific pedagogical practice, its corresponding execution challenge, and its deviation from CLT principles.
Phase 6: Producing the report: The analysed data were synthesised into the narrative below, integrating verbatim interview quotes, direct observation records, and documentary evidence to provide a holistic answer to the research questions.
3.1 Classroom Discussions and Dialogues
Observations indicated that teachers often include "Group Discussions" and "Dialogues" in their preparation books. Yet, the theoretical notions of Communicative Language Teaching (CLT), which demand authentic student autonomy and functional communication, were seldom put into practice in actual classrooms. Discussions were often whole-class and teacher-led rather than collaborative peer interactions.
During an interview on how discussions are coordinated to support oral growth, one upper primary teacher of English (Respondent I) highlighted a critical systemic challenge that influences implementation. He stated:
"I always want my pupils to speak, so I tell them to form groups and talk about the topics, like designing a restaurant menu, describing a traveler, to name a few, depending on the topic being handled. But the problem is that when they get into those groups, they easily switch back to the local language, “Alur,” because they cannot express their points fully in English.
This excerpt exposes a severe pedagogical tension. While the teacher introduces a communicative task, the learners' linguistic deficit forces a retreat into their first language (Alur), thereby stalling target-language production.
Direct classroom observation during a Primary 6 lesson on the topic “At the Restaurant” captured this dynamic, illustrating how physical and structural challenges undermine CLT principles. The teacher organised the pupils into large, dense seating arrangements to discuss and design a food menu. While the lesson plan indicated active group interaction, the field record noted:
The teacher divides the class into groups of more than ten pupils each. Group 1, Group 2, and Group 3 are told to talk about items on a menu. However, only one/ two dominant pupils in each group actively speak and write. The rest remain completely silent, looking detached. When presentation time comes, the group leaders read aloud from their papers rather than engaging in spontaneous speech. The teacher stands by the chalkboard, occasionally prompting them, but does not correct pronunciation or facilitate wider dialogue.
Document analysis of the corresponding lesson plan further highlighted this pedagogical gap and illuminated the root of these implementation challenges. The teacher listed “Group Work” under the methods section, but the step-by-step lesson development lacked instructions on how the teacher would guide, monitor, or assess oral participation among low-ability speakers. The document review confirms that group work exists merely as a nominal label on paper, completely detached from the interactive mechanics mandated by CLT frameworks. 
3.2 Roleplay and Dramatization
Roleplay was identified as another method intended to encourage authentic speech patterns. Teachers noted that acting out scenarios helped minimise shyness and build vocabulary.
When asked about the effectiveness of role-play in enhancing speaking skills, another English language teacher (Respondent J) stated:
"Role play is very good because children like to act. I sometimes give them roles where one pupil acts as a shopkeeper, and another acts as a customer buying goods. It forces them to use the vocabulary we have learned in class out loud."
Although the view was positive and theoretically aligned with CLT goals, direct classroom observations indicated that role-plays were highly scripted and artificial. During a direct classroom observation in a P.6 class, two learners were called by the teacher to the front of the class to act out a pre-written dialogue from the Fountain Pupil’s Book 6. The observation report recorded the following:
The two chosen pupils hold their open textbooks as they stand in front of the class. They read the dialogue words straight from page 116 rather than keeping eye contact to imitate real conversation. When a pupil pronounces the word "cost" incorrectly, the teacher corrects them right away, which clearly makes the speaker more nervous. There is no spontaneous emotion. The activity serves only as an oral reading drill rather than a participatory roleplay;  
This observation exposes a critical challenge influencing implementation: an over-reliance on rigid instructional materials and immediate, affectively disruptive error correction. By correcting pronunciation mid-sentence, the teacher triggers an emotional barrier, making the learner nervous and hesitant to speak. This directly contradicts the core principles of CLT, which prioritise fluency, spontaneous expression, and communicative competence over immediate grammatical and phonetic perfection.
Documentary review of the school’s schemes of work confirmed this pattern. In the methods column, terms such as “Dramatization” and “Roleplay” were frequently written down, but accompanying lesson notes showed an exclusive reliance on rigid, textbook-bound dialogues with no room for learner improvisation and creative speech, indicating that the lesson design remains trapped in a traditional, structural-situational paradigm rather than transitioning to a true communicative model.
3.3 Storytelling and Public Speaking Activities
Several teachers employed storytelling to assist upper-primary learners in writing longer stories and improving structural fluency in English.
When the researcher asked about the role of narratives in language delivery, a participating teacher noted:
"I encourage storytelling because it helps the learners think and arrange their sentences logically. I tell them to go home, listen to a story from their parents, and come back to tell it to the class in English the following day."
Nevertheless, a significant execution gap was found when these interview assertions were compared with first-hand observations made in the classroom. The teacher used 35 of the 40 minutes allocated for storytelling in a Primary 6 lesson to write a narrative on the chalkboard. The pupils copied the material into their exercise books in silence. The observation report recorded:
The teacher writes a long story on the chalkboard about a journey to Paidha Market. After writing, the teacher reads the story aloud once while pointing to the sentences with a stick. The class repeats the sentences in unison. Only in the final three minutes of the lesson does the teacher call upon one pupil to stand up and answer a direct question about the story. No pupil is given the chance to narrate an independent and creative story. 
This descriptive evidence highlights how severe time-management constraints and teacher-dominated talking time act as institutional challenges that stifle speaking opportunities.
An instructional conflict was found when the lesson plan for that particular day was examined. The following was written under the Teacher's Activities column: "Teacher guides learners to tell stories." The Learners' Activities column, on the other hand, only said, "Learners listen and copy notes into their books." This contradiction demonstrates a severe pedagogical misalignment with CLT principles. This finding demonstrates that the creation of oral language was frequently subordinated to writing proficiency, leaving the research objective of oral skill development unfulfilled.
3.4 Traditional Question-and-Answer and Chorus Responses
The most common instructional methods observed in both schools were traditional question-and-answer methods.
Whole-class chorus responses were also common. While these techniques keep a large class structured, they provide minimal support for individual communicative competence.
A headteacher, when discussing observations of school-wide English lessons, shared a critical perspective that outlined the systemic challenges:
"When you pass by the classrooms, you hear the children responding together loudly when the teacher asks a question. It shows they are attentive, but if you pick out an individual child and ask them to speak alone without the support of the crowd, they often fail to construct a single correct sentence."
This evaluation by the administrator highlights a core challenge: collective choral chanting masks individual linguistic deficiencies and creates a false impression of academic engagement.
Classroom observations across multiple class sessions documented this pattern. Teachers regularly used closed-ended questions that required only one-word answers or simple choral agreement, completely omitting the open-ended information-gap activities required by CLT. A typical classroom exchange observed was: 

Teacher: "What do we use to see the prices in a restaurant? A menu, yes or no?"
Class (in chorus): "Yeeeeees, teacher!"
Teacher: "Good. And the person who brings food is a...? W..."
Class (in chorus): "Waiter!"
The above method allowed the teacher to finish the lesson more quickly and maintain classroom control under crowded conditions, thereby addressing immediate systemic challenges; however, it failed to provide the cognitive challenge or independent practice needed to improve real speaking skills.
By relying on pre-scripted, single-syllable choral responses, these classroom practices remain misaligned with Communicative Language Teaching principles, which require learners to use language creatively and independently to communicate their thoughts.
4. Discussion 	
The study examined the pedagogical practices teachers use to improve speaking skills, the real-world challenges they face, and how these practices align with the principles of the Communicative Language Teaching (CLT) approach. The findings show a clear conflict: while teachers write down modern, learner-centred methods in their lesson plans, actual classroom delivery remains deeply traditional and teacher-centred. This gap reveals that simply naming communicative activities does not mean they are being effectively implemented to build spoken English proficiency.
The Breakdown of Peer Interaction and the Alur-English Shift
The observed use of group work and peer discussions aligns with Vygotsky's Social Development Theory, which states that language develops when learners interact with peers within their Zone of Proximal Development. Small-group discussion can increase opportunities for oral practice and improve speaking performance (Bohari, 2019), while speaking anxiety can undermine oral performance (Woodrow, 2006). However, the classroom reality in Paidha Town Council revealed a major implementation challenge. When placed in groups, pupils quickly switched from English to their local language, Alur.
This language shift creates a serious pedagogical problem. While using Alur allows pupils to complete the task on paper, it removes the opportunity to practise spoken English in real time. From a CLT perspective, this eliminates the "information-gap" and negotiation of meaning that are vital for building fluency.
Furthermore, the large group sizes, often exceeding ten pupils per group, exacerbated this challenge. Such oversized groups undermined the purpose of small-group discussion as a means of increasing learners' opportunities to speak (Bohari, 2019). Instead of a collaborative environment, these large groups allowed one or two outspoken pupils to dominate the talk, while the quieter learners became passive bystanders.
Teachers' time management also reduced the available presentation time. This did not give lower-ability speakers sufficient opportunity to practise independent speech, which directly contradicts the CLT goal of providing communicative opportunities for all learners.
The Problem with Scripted Activities and High Anxiety
The study found that role-plays and storytelling activities were heavily distorted during actual classroom execution. Social Cognitive Theory suggests that role-play can provide opportunities for learners to build confidence through supported participation. Bohari (2019) reported gains in speaking performance from small-group discussion, and Tipmontree and Tasanameelarp (2020) found that role-playing activities improved oral communication and speaking self-confidence.
However, the direct observations in this study showed that role-plays were entirely scripted and unnatural. Pupils simply stood up and read pre-written dialogues from the Fountain Pupil’s Book 6 without any real eye contact or emotional connection. This practice turns a communicative role-play into a basic oral reading drill, which is inconsistent with the core values of CLT.
This scripted approach is worsened by the way teachers handle error correction. For instance, when a pupil mispronounced a word such as "cost," the teacher stopped the flow of speech to correct them immediately. This instructional choice raises the affective filter described by Krashen (1982), a state of high anxiety in which the learner becomes too nervous to speak.
The storytelling lessons revealed a similar execution failure. While the teacher's lesson plan claimed to guide learners in telling stories, the teacher actually used 35 out of 40 minutes to write a narrative about a journey to Paidha Market on the chalkboard. The pupils merely copied the notes in silence and repeated a few sentences in unison at the very end.
This finding matches the broader research by Soomro (2018), which notes that language teachers rarely utilise true interactive strategies. In this case, vocal language creation was completely cast aside in favour of passive copying. This suggests that even when communicative activities are written down in schemes of work, traditional habits of teacher-dominated talking time still dominate the classroom.
Choral Responses and the Illusion of Learning
The most common pedagogical practice observed was the constant reliance on closed-ended question-and-answer routines and whole-class choral responses. This practice is problematic within communicative language education. Hardman et al. (2008) show how strongly teacher-led classroom discourse can restrict pupil participation and the quality of classroom interaction.
The observed exchanges in this study, such as the teacher asking, "A menu, yes or no?" and the class shouting, "Yeeeeees, teacher!", require very limited independent language production. They do not adequately prepare children for real-world communication.
The interview with the headteacher offered a critical look at this issue. The headteacher noted that loud, collective chanting gives a false impression of learning. It makes the classroom sound active, but when a single child is asked to speak alone without the crowd, they cannot form a complete sentence.
From a CLT standpoint, choral responses hide individual learning deficits and limit pupils' development of individual communicative competence. While this method helps teachers control overcrowded classrooms and finish lessons quickly, it leaves the learners' actual speaking skills underdeveloped.
The Conflict over Error Correction and Accuracy
A major point of discussion is how teachers handle structural errors during speech. The study noted that teachers ignored mistakes such as "May I need a glass of juice, please?" and only stepped in to stop pupils from laughing at each other.
In language acquisition research, the timing and form of corrective feedback are widely debated. Studies of communicative classrooms show that different feedback moves lead to different patterns of learner uptake and repair, while the effectiveness of corrective feedback depends on how, when, and by whom it is delivered (Ellis, 2009; Lyster & Ranta, 1997). This suggests that teachers should avoid both disruptive over-correction and the systematic neglect of errors that impede communication.
Instead of ignoring an error or embarrassing the child, a CLT-aligned teacher can use a less disruptive feedback move such as a recast. For example, the teacher can repeat the correct sentence naturally ("Ah, may I have a glass of juice, please?") after the pupil finishes speaking. Recasts are among the corrective-feedback moves documented in communicative classrooms (Lyster & Ranta, 1997), and they allow attention to form without necessarily stopping the interaction.
4.1 Limitations of the study
Although this study offers valuable qualitative insights into English-speaking instruction in rural upper primary classrooms, several methodological limitations must be acknowledged. First, the study was geographically confined to two primary schools and ten key informants within Paidha Town Council, Zombo District; consequently, while these findings provide contextual transferability to similar low-resource, multilingual African settings, they cannot be statistically generalised across all Ugandan primary schools. Second, although eight teachers participated in interviews, scheduling constraints limited direct observations to three teachers across fourteen lessons, which, while reaching data saturation for daily classroom practices, restricted the breadth of observed teaching styles. Third, the presence of an external researcher in the classroom may have induced a Hawthorne effect, temporarily influencing teachers towards more learner-centred practices or heightening pupil anxiety; this was mitigated by adopting a non-interfering, passive observer role at the back of the room over an extended eight-week period. Finally, to address potential self-reporting bias where participants might over-report idealised teaching strategies during interviews, the study rigorously triangulated interview responses against direct classroom observation checklists and documentary analysis of lesson plans and schemes of work.

5. Conclusion
The study shows that some upper primary English language teachers in Paidha Town Council, Zombo District, understand the benefits of communicative methods such as group discussions, role-plays, and storytelling, and they often include them in their lesson planning and schemes of work. However, the analysis of actual classroom observations and documents demonstrated that classroom teaching often relied on traditional, teacher-centred methods. Group discussions lacked the structure to prevent pupils from switching to their local language, role-plays were reduced to reading textbooks aloud, and storytelling periods were dominated by copying notes from the chalkboard. Choral responses and short, closed questions remained the standard, leaving pupils with few opportunities for authentic oral communication. To bridge this gap, teachers require practical professional development focused on implementing genuine learner-centred strategies that build speaking confidence and fluency.
6. Implications
Based on the empirical evidence gathered from upper primary classrooms in Paidha Town Council, several targeted recommendations are proposed to improve instructional delivery and develop authentic student speaking skills. First, school administrators and senior teachers must guide staff to restructure large, chaotic groups into manageable pairs or small teams of three to four pupils, explicitly assigning individual speaking roles and structured information-gap tasks to prevent learners from falling back into the local language, Alur. Second, English language teachers should move away from rigid textbook reliance by transforming written dialogues into semi-structured activities where pupils close their books and improvise scenarios using their own words. Third, teachers should reduce teacher talking time and note-copying tasks during storytelling lessons, using short visual prompts instead to reclaim at least 25 minutes of instructional time for actual student-led speech production. Fourth, rapid-fire, closed-ended display questions that cause loud, unreflective choral chanting must be replaced with open-ended, critical-thinking questions directed at individual learners to break the illusion of collective attention and support independent sentence construction. Finally, rather than interrupting pupils mid-sentence or letting structural errors pass completely unaddressed, teachers must utilise formative, indirect feedback techniques such as recasting, naturally modelling the correct grammar back to the learner after they have finished speaking to preserve student confidence while correcting long-term linguistic habits.
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