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Series editor’s preface

The mastery of speaking skills in English is a priority for many second lan-
guage learners. Learners often evaluate their success in language learning,
as well as the effectiveness of their English course, on the basis of how well
they feel they have improved in their spoken-language proficiency. Oral
skills have hardly been neglected in EFL / ESL courses (witness the huge
number of conversation and other speaking coursebooks in the market),
though how best to approach the teaching of oral skills has long been prob-
lematic, partly as a consequence of the complexity of spoken interaction and
the difficulty of developing principled pedagogical approaches that reflect
this complexity.

Both our understanding of the nature of speaking skills as well as
approaches to teaching them have undergone a major shift in thinking
in recent years. Traditional approaches to the teaching of speaking often
involved the use of dialogues and repetitive drills reflecting the sentence-
based view of proficiency prevailing in the methodologies of Audiolingual-
ism and Situational Language Teaching. In the 1980s, the emergence of the
constructs of communicative competence and language proficiency led to
major shifts in conceptions of syllabuses and methodology, the effects of
which continue to be seen today. The theory of communicative competence
prompted attempts at developing communicative approaches to the teach-
ing of spoken English. Fluency became a goal of speaking courses, and
this was developed through the use of information-gap and other tasks that
required learners to attempt real communication, despite limited proficiency
in English. In so doing, they would develop communication strategies and
engage in negotiation of meaning, both of which were considered essential
to the development of oral skills.

More recently, the notion of English as an International Language has
introduced the concept of intercultural competence, a goal for both native
speakers and second language users, with a focus on learning how to com-
municate in ways that are appropriate in cross-cultural settings. At the same
time, it is now accepted that models for oral interaction cannot be based sim-
ply on the intuitions of applied linguists and textbook writers, but should be
informed by research on the nature of authentic spoken discourse. Advances
in discourse analysis, conversational analysis, and corpus analysis, in recent
years, have revealed a great deal about the complexity of spoken interaction
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x Series editor’s preface

and the cognitive processes involved in producing and processing spoken
language, as well as the characteristics of spoken discourse itself. Such
information can inform the design of classroom instruction and teaching
materials.

The brief summary above of approaches to the teaching of spoken
English reflects a narrative that is developed with considerable depth and
breadth in the present book. Drawing on wide-ranging literature from a
variety of relevant disciplines, as well as their own extensive experience
in teaching spoken English, the authors give a fascinating, comprehensive,
and insightful account of the nature of second language speaking skills.
The research and theory they survey then serves as the basis for the prin-
ciples, strategies, and procedures they propose for the teaching of spoken
English. This book will, therefore, provide an invaluable resource for teach-
ers, teachers in training, and researchers, providing both a state-of-the-art
survey of the field as well as a source of practical ideas for those involved
in planning, teaching, and evaluating courses and materials for the teaching
of spoken English.

Jack C. Richards
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Introduction

In our many years as language teachers and teacher educators, we have had
many opportunities to observe speaking lessons conducted by teachers in
training, beginning teachers, and experienced teachers. We have also had
numerous discussions with local and international postgraduate students
about how activities for speaking are typically conducted in their countries.
It is clear that, in many situations, although a great deal of speaking is done in
the language classroom, the activities serve mainly to provide opportunities
for talk, and little reaching of speaking actually takes place. In some learning
environments, the development of speaking is neglected altogether because
high-stakes examinations focus more on the written language.

Why teach speaking?

Many teachers we know feel that they should be doing more to help their
students develop their speaking abilities and, therefore, are keen to know
how they can teach speaking better. When asked why they felt speaking
was important, these are some common responses:

* Alllanguage learners should be able to converse well with other speakers
of the language.

* My students are ESL learners and need the language to do well in their
school.

* All my students can read and write well in English, but they are poor at
speaking and listening.

e [ have seen many learners who memorize words from their dictionaries,
but cannot speak or listen in English.

e My students don’t like talking to their classmates because they can’t
correct each other’s mistakes; they want me to point out their mistakes
to them.

* My students speak a non-standard form of the language and cannot
communicate in formal situations.

e Many of my students say they practice a lot on their own (by copying
recordings they hear), but when they have to speak to native speakers,
they fail terribly.



2 Introduction

e Some of my students are poor speakers. So I need to help them improve.

* Many of my students are too afraid to talk in class. They are shy and lack
confidence.

* Some of my students sound very “bookish” when they speak — it is as if
they are reading from a book!

* My students love to speak English, but they make a lot of grammatical
mistakes.

e My students speak a colloquial and non-standard type of English. I need
to teach them how to speak standard English for formal communication.

e While my students are quite competent in grammar and vocabulary, one
glaring gap remains in their general ability to present or communicate
well.

Teaching or merely doing?

After considering current practices in conducting speaking lessons, many
teachers come to a similar conclusion: although speaking activities occur
frequently in their classrooms, learners seldom have the opportunity to learn
the skills and strategies and the language to improve their speaking. While
learners do a lot of talking in class activities, there is often insufficient
teaching of speaking as a language communication skill. We’ll illustrate
this kind of situation, using the case of Teacher M.

Teacher M realized from early in her career that it was important to develop
her students’ speaking abilities. She wanted to make sure that her students had
plenty of opportunities to communicate with one another in English, so she set
aside two lessons a week for speaking practice. She planned many interesting
activities for her students. Her lessons were carefully guided by instructional
objectives. These objectives were in the form either of what the students should
produce (e.g., presentations, debates, descriptions), or what they had to do (e.g.,
discuss, narrate, role play). Sometimes, when they had finished the activities,
Teacher M would ask them to present the outcomes to the rest of the class. At
other times, she would simply move on to another activity, such as reading or
writing.

In many ways, Teacher M was successful in carrying out her speaking
lessons. Her students used the spoken language in a variety of interesting
learning scenarios. They often enjoyed their speaking activities because they
could talk with one another and practice the target language. Some also felt
that they had a lot of fun. There were, however, limitations in the way



Introduction 3

she planned her lessons, which resulted in her students missing valuable
opportunities to develop their speaking abilities. One of these limitations
was a lack of explicit teaching. The students were left almost entirely on
their own to carry out each activity. For example, after setting students a
discussion task, Teacher M merely observed what went on in each group
and made sure that they were on task and finished on time. Sometimes, she
prepared her students with some key ideas or vocabulary items before they
began their discussion. She did not, however, plan activities for developing
their speaking competence further.

Thus, while her students managed to complete each activity by draw-
ing on their existing language and cognitive resources, they did not learn
anything new that they would not have done without her help. Teacher M
did not teach any skills and strategies or new language items explicitly to
help improve their speaking further. There were few activities where she
focused the learners’ attention on specific speaking skills, and the language
and genres related to the speaking activities, after they had completed them.
She also did not give much feedback on the one-off oral communication
activity that the students participated in. One of the reasons was the large
size of the class. Moreover, she was happy just to see that her students
participated in the speaking activities and felt that she should not focus too
much on the lack of accuracy in their language use.

Another limitation in Teacher M’s approach to teaching speaking is the
rather passive role that the students played in their own learning and speak-
ing development. Although they participated actively in speaking activities,
the students were not encouraged to self-regulate their learning by plan-
ning, monitoring, and evaluating their own performances. There were also
few opportunities for them to develop greater knowledge about themselves
as second language speakers. They were not encouraged to understand the
demands of various speaking tasks or to use effective strategies for coping
with communication. In short, although Teacher M planned many interest-
ing speaking activities, her students did not progress by way of learning new
speaking skills. Speaking occurred frequently in her class, but teaching of
speaking did not.

There are many things that teachers can do to help their students develop
specific speaking skills and strategies, and acquire the language they need
for a range of speaking demands. We discuss these ideas in this book
by proposing a methodological framework and a pedagogical model that
show how speaking can be taught systematically, and in a manner that
will engage learners in and outside the classroom. The framework is based
on theoretical and pedagogical principles for teaching and learning that
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we relate specifically to the teaching of speaking. The pedagogical model
demonstrates how teachers can apply these principles in what we refer to
as the teaching-speaking cycle. In addition to explaining the theoretical
rationale for the teaching methodology, we also suggest practical ideas
for conducting different types of speaking activities, developing learners’
metacognition about their learning, and planning classroom-based assess-
ment of speaking.

Approach

In this book, we propose a holistic approach to teaching speaking. The
approach addresses language learners’ cognitive, affective (or emotional),
and social needs, as they work towards acquiring good speaking com-
petence. The approach is grounded in a socio-cognitive perspective on
language learning, which takes the view that learning is not just a cognitive,
but also a social process. The approach emphasizes four key features of
learning:

1. Learning is an active, strategic, and constructive process.
2. It follows developmental trajectories.
3. It is guided by learners’ introspective awareness and control of their
mental processes.
4. Tt s facilitated by social, collaborative settings that value self-directed
student dialogue.
(Bruer 1998: 681.)

The proposed teaching approach takes into account three key factors in
successful language learning: teachers, materials, and learners.

1 Teachers

The role of a teacher is to help learners acquire language and skills that
they will not be able to achieve on their own. Teachers need to be aware
of their students’ learning needs and the demands they face when com-
municating through the spoken language. Teachers can understand more
about language learners’ cognitive, affective, and social needs from the-
oretical ideas, as well as personal observations. The observations can be
based on conversations with students, information about their background,
and learning goals and assessment results. Teachers also need to intervene
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actively in students’ learning, so as to provide input, scaffolding (or sup-
port), and feedback. Planning activities where students can communicate
with their classmates is just part of the learning experience teachers can
provide for their students. It is not enough simply to get students to talk,
because they are unlikely to learn new skills and language if there is little
linguistic and background knowledge among them on which to draw. The
role of the teacher, therefore, is to structure students’ learning experiences
so as to support their speaking development, in and outside the classroom.
Teachers can do this by designing interesting and appropriate materials.

2 Materials

The materials discussed in this book include activities and resources for
facilitating second language speaking development. These materials fall
into three categories:

1. Those that provide speaking practice.
2. Those that promote language and skills learning.
3. Those that facilitate metacognitive development.

Materials for speaking practice provide contextualized, varied, and inter-
esting prompts and scenarios for talk to take place. Materials for language
and skill learning focus on selected elements of the talk, or model spoken
texts to increase learners’ relevant linguistic knowledge and control of
speaking skills. Metacognitive development materials, on the other hand,
aim to raise learners’ knowledge and control of learning processes, and
train them in using communication and discourse strategies. ~

Materials can be “instructional, experiential, elicitative, or exploratory”
in that they “inform learners about the language,” “provide experience of
the language in use,” “stimulate language use,” or “help learners make dis-
coveries about the language for themselves” (Tomlinson, 2003: 2). Learning
materials, however, are incomplete if they lack a metacognitive dimension
that helps learners understand and manage the learning of skills and lan-
guage. In a holistic approach to teaching speaking, materials should be
varied in form and purpose, in order to engage learners in different dimen-
sions of learning. There should be materials that allow learners the freedom
to experiment with their own language use so that they can communicate
their meaning as clearly as possible, as well as those where they focus
on language-specific speaking skills and strategies. There should also be
materials that develop learners’ metacognitive knowledge about second
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language speaking, and encourage them to plan, monitor, and evaluate their
own learning.

3 Learners

Successful second language speaking development depends as much on
teachers and materials, as it does on the learners themselves. They should be
encouraged to take responsibility for managing their learning and improv-
ing their speaking. They can do this by developing awareness about them-
selves as second language speakers, by better understanding the nature and
demands of speaking, and by critically considering strategies that can facili-
tate their oral communication. Although speech production is an individual
endeavor, every learner’s development of second language speaking can be
greatly facilitated through working collaboratively with his or her peers.
Teachers should, therefore, encourage learners to support one another’s
speaking development, not just as communication partners in a speak-
ing task, but also as learning partners who share their learning plans and
goals. Through dialogue, students can co-construct knowledge about what
is needed to be proficient speakers, and to apply their knowledge and skills
in real-time communication. However, learners should not be left alone to
struggle through the learning process. Their efforts must be supported by
teachers who can provide the necessary scaffolding, input, and guidance.
The figure below illustrates the interrelationships between the three key
factors in successful second language speaking development. Learners are
positioned at the apex of the triangle to indicate that their learning needs,
goals, and outcomes are the most important considerations. However, they
can only achieve their objectives if they are supported by well-informed
teachers and effective materials. The roles of teachers, materials, and learn-

ers will form the basis for the methodological framework proposed later in
the book.

Learners

L2 speaking
development

Teachers Materials

< »

Figure 1: Three key success factors in second language speaking development.
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Outline of chapters

This book is organized into four parts. Part | introduces theoretical perspec-
tives to help you consider the importance of speaking for second language
learners, as well as understand the nature of second language speaking.
Part 2 explains key features of spoken discourse and genre, and how these
features arerelevant to a teacher’s understanding of teaching speaking. Part 3
presents principles for designs, and approaches for planning and teaching
speaking programs and lessons. In Part 4, tasks and activities for engaging
learners in speaking practice and development are presented. These tasks
and activities offer many practical ideas for different stages of the teaching-
speaking cycle. This part also includes a discussion of classroom-based
ways of assessing speaking to promote learning.

Part I: Speaking processes and skills

Chapter 1 discusses the contribution of speaking to second language acqui-
sition and establishes the importance of speaking in academic learning
by second language learners. It also highlights affective, or emotional,
factors, namely language anxiety and motivation, which influence lan-
guage learners’ involvement in learning to speak. It invites readers to
rethink current practices in teaching speaking, and proposes a holis-
tic approach that accounts for speaking outcomes, as well as cognitive,
social, and affective (emotional) processes of learning to speak a second
language.

Chapter 2 discusses the quality of learners’ spoken output in relation
to the cognitive demands that they face. The chapter describes psycholin-
guistic processes involved during speech production, namely, conceptual
preparation, formulation, articulation, and self-monitoring. The effects of
these processes on language learners’ speaking performance in terms of
fluency, accuracy, and complexity are discussed. The chapter concludes
with some principles for teaching speaking, based on the discussion of the
cognitive processes.

Chapter 3 helps teachers understand what constitutes second language
speaking competence so that they can teach it systematically and in a
principled manner. This chapter first discusses speaking competence in
relation to the broader concept of communicative competence. Next, it
examines speaking as a combinatorial skill and proposes a model of speak-
ing competence that comprises linguistic knowledge, speaking skills, and
communication strategies.
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Part Il: Spoken discourse

Chapter 4 explains the differences and the relationships between spoken
and written language, and the purposes and functions of these two forms
of communication. The chapter also examines specific grammatical fea-
tures of spoken discourse and explains how these features contribute to the
maintenance of the flow of spoken interaction. The last section of the chap-
ter considers key aspects of pronunciation, and discusses how the intonation
and sound systems of English contribute to the creation of meaning among
speakers.

Chapter 5 describes discourse features of spoken language, such as how
speakers take turns in extended stretches of speech, how they know when to
take a turn, and how they negotiate and manage different conversational top-
ics and provide feedback to other speakers. The chapter then introduces the
concepts of interactional (socially motivated) and transactional (pragmati-
cally motivated) interactions. This discussion is followed by an explanation
of the concept of genre in speaking, which has to do with the way certain
types of interaction have predictable beginning, middle, and end structures.
At the end of the chapter, we touch briefly on the contributions made to the
study of spoken discourse by corpus linguistics.

Part Ill: Designs and approaches

Chapter 6 proposes a methodological framework, founded on theoretical
and pedagogical principles, to offer a holistic approach to teaching speaking.
The framework takes into consideration the respective roles of teachers,
materials, and learners, and accounts for the interrelated development of all
three components of speaking competence. It also draws on insights from
research and theory to present a selection of methods for organizing learning
activities for speaking, including part-skill practice, pre-task-planning, and
task repetition.

Chapter 7 demonstrates how the proposed methodological framework
can be applied in the classroom, in order to approach the teaching of speak-
ing in a holistic manner. It describes a pedagogical cycle that makes the
teaching and learning of speaking systematic and explicit. The teaching-
speaking cycle consists of seven stages that make use of different types
of activities to engage language learners in working collaboratively and
individually. The teaching-speaking cycle also demonstrates how different
kinds of learning materials can be used to provide learners with oppor-
tunities to practice their speaking through fluency-oriented tasks, learn
relevant language items and discourse structures, and acquire speaking



Introduction 9

skills and strategies, as well as develop their metacognitive knowledge for
self-regulating their learning.

Chapter 8 guides readers in the steps involved in planning a course
to develop the systematic teaching of speaking. It considers the speaking
needs of learners, and how teachers can assess and analyze learner needs.
It then considers how goals and objectives, based on learner needs, can
be developed, after which three possible approaches to planning a unit of
work are suggested. The first is a general topic-based approach, where the
material is organized around topics that are deemed relevant for particular
types of learners. The second is a task-based approach, where the tasks to
be completed are linked to the spoken skills to be practiced by the learner.
The third is a text-based approach, which draws on the idea of genres of
speaking that learners may need to use in various social contexts. This
discussion is followed by consideration of the kinds of materials that could
be used for these approaches. The chapter ends by discussing how learners’
progress and achievements in the course could be assessed, as well as how
the teacher can go about evaluating the effectiveness of the course.

Part |V: Classroom practices and processes

Chapter 9 explains how teachers can plan tasks for speaking practice. It
describes different types of fluency-oriented tasks: communication-gap
tasks, discussion tasks, and monologic tasks. Communicative outcomes
for each task type are identified, and explanations for conducting each task
are included to guide teachers in using or adapting them for their learners.

Chapter 10 presents activities that help learners focus on language and
discourse so as to develop greater accuracy, fluency, and complexity in their
speech. It suggests three stages: noticing / sensitizing, analysis, and further
practice. It also offers strategies for task repetition so that learners have
further opportunities to repeat an earlier task after learning more about the
language and strategies needed to enhance their performance.

Chapter 11 discusses metacognition, or thinking about one’s thinking,
and shows why teachers have an important function in bringing cognitive,
social, and affective learning processes into a conscious level. It offers
suggestions for metacognitive instruction for L2 speaking development
that can help learners plan, monitor, and evaluate their learning.

Chapter 12 highlights the importance of assessment for learning. It
focuses mainly on classroom-based assessment, and shows teachers how
they can assess learners’ speaking performance and development in a prin-
cipled way, in order to help them further develop as English language
speakers. It also discusses ideas for learner self- and peer assessment. The
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chapter concludes by considering how teachers can rate and score learner
speaking performances.

How to read this book

Readers of this book can read each chapter independently of the others if
they would like to find out more about a particular topic. To derive maximum
benefit from the book, however, we would recommend reading the chapters
in sequence. Reading chapters in sequence provides the opportunity to
consider the principles embodied in the methodological framework and
teaching cycle, and to see how these principles are applied to the practical
ideas presented in the three chapters in Part 3. Each chapter in organized in
the same way:

* [t begins with two or sometimes three questions, and these are answered
through a discussion of specific topics.

* There are mini-tasks in each major section that teachers can attempt on
their own, or with a colleague or classmates.

e Each chapter concludes with a summary of important principles or prac-
tical ideas for teaching speaking, relevant to the topics discussed.

* Atthe end of each chapter are group learning tasks to help readers deepen
their understanding of key concepts and issues presented in the chapter.
These tasks are more elaborate and require collaboration with others,
and are suitable to be used in courses for teaching speaking. They are
also suitable topics for written assignments of various types.

There are various features for enhancing the readability and usability of the
material:

» Simple tasks are included at difterent parts ot each chapter to encourage
reflection on learning and application of ideas learned.

» Figures are included to present abstract points, tables to summarize key
points, bullets to emphasize key points, and numbers to delineate steps
or progression.

* Handouts and materials that can be used directly in the classroom are
included.

* Relevant articles and books have also been suggested for further
reading.
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Concluding remarks

This book has been written from our experience and research in teaching
speaking to English language learners, but we believe the ideas will be
relevant to teachers of other languages. We hope that the book will provide
theoretical insights and practical ideas for teachers and teacher educators
who choose to use it. On this note, we would like to thank the many English
teachers in our teacher education, graduate courses, and other workshops
who have implemented the ideas in their classrooms, and who have given
us valuable feedback for improvement.

Authors’ acknowledgment
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theoretical and practical views about the teaching of speaking, an area both
of us have worked on for many years. Writing this book has also been an
fascinating experience in sharing, refining, and exchanging ideas across two
different countries through the occasional meeting, email, and Skype®! In
writing the book, we have had wonderful support and feedback from various
people. First, and definitely foremost, is Debbie Goldblatt, whose meticu-
lous editorial work has helped us to shape the manuscript’s raw edges into
this final, more polished version. We cannot thank her enough for ensuring
we went the extra distance to attend to details of content and presentation.
Karen Brock and, before her, Kathleen Corley, our commissioning editors
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not to mention patient, as we worked towards the final product. We'd also
like to thank Kathleen for bringing us together as authors. We do not forget,
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book to them.
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SPEAKING PROCESSES AND SKILLS






1 Speaking and the language
learner

Speaking is accepted by everyone as an essential language-communication skill,
but its importance to language learners goes beyond just day-to-day communi-
cation. Speaking can facilitate language acquisition and contribute towards the
academic development of many second language learners. It is useful, therefore,
to begin our discussion of teaching speaking by examining these benefits and, at
the same time, to consider factors that can affect learners’ willingness to speak
more in the target language. We will do this by answering two questions in this
chapter:

1. In what way is speaking important to learners’ language acquisition and aca-
demic learning?
2. If speaking is important, why do some learners avoid it?

To answer these questions, we will be examining three topics:

® Speaking and language acquisition.
® Speaking and academic learning.
® Speaking and affective factors.

Introduction

All language teachers know that speaking is an important communication
skill for their students, but not all are aware of how speaking can directly
contribute to other important areas of their students’ personal success. In
this chapter, we will review some of the research and discussions that
highlight the role of speaking in second language acquisition. We will also
discuss the importance of speaking for academic learning, in view of the
high number of second language learners in different areas of education.
Finally, we will address a question that many teachers have: If speaking
is important, and my students know it is important, why do some of them
avoid speaking in the target language? One of the main reasons, we suggest,
is that they are influenced by affective factors, such as anxiety and a lack of
motivation. In this chapter, we aim to establish the importance of speaking
in the language classroom not just as a communication skill, but also as a
means of facilitating the acquisition of the target language and the learning

15



16 Speaking processes and skills

of academic content. We also aim to shed light on the challenges that some
second language learners face. Throughout this chapter and the rest of the
book, we will use the term “second language” as shorthand to refer to
any language that individuals are learning in addition to their first or other
dominant languages. While the contexts for learning may be different, we
believe many processes and issues pertaining to speaking are common to
all language learners.

Speaking and language acquisition

Like many teachers, you may hold the belief that language input is impor-
tant in acquiring a new language. It may seem clear to you that reading
extensively can help learners acquire a second language. You may also
believe that listening is equally important in providing learners with the
necessary input for learning. However, it is not just input through reading
and listening that is important for language acquisition. Research studies
have shown that output is also crucial in helping learners become increas-
ingly proficient in the language. Your students’ development in the target
language can be helped considerably by encouraging them to speak.

To explain the importance of speaking in your students’ language devel-
opment, let’s begin by making a comparison between first and second lan-
guage acquisition. Both processes share a number of common features of
acquisition. One of these is the way in which the environment can influence
successful language learning. Most people would not hesitate to say that
for children to learn their first language, they must be “exposed” to the
language. A difference of opinion, however, may arise with respect to the
extent and the nature of such “exposure.” The view that is the most convinc-
ing for us is that the quality of conversations between adults and children
play a crucial role in ensuring children’s success in learning to use the
language effectively. This view, broadly referred to as the interactionist
approach in language-acquisition literature, asserts that the language that
children hear in the environment serves not just to “trigger” some innate
mechanism for language acquisition. Rather, it is through daily interaction
with expert speakers (i.e., adults or “caretakers”) that children receive valu-
able input and feedback on their emerging language, thus helping them to
acquire the structure and use of the language. Assisted by adults who use
conversational techniques when interacting with them, children develop
an awareness of language form and its connection with language function
(Halliday 1975).
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Adults create opportunities for children to use the language to express
intentions and interpret the meaning of utterances they hear. More impor-
tantly, through conversation strategies such as modeling, reformulation,
contingent speech, clarification requests and confirmation checks (see
Chapter 3), adults guide and encourage children to use language that is
accurate, appropriate, and potentially rich and meaningful. In reformula-
tion, for example, an adult may hear a child say, “I hurted my leg!” To show
the child the correct form, the adult rephrases what is said, but, at the same
time, makes sure the meaning that the child expresses is retained and the
flow of the conversation is not disrupted by overt teaching. So the adult may
say something like this, “Oh dear, you hurt your leg! Let me have a look.”
In reformulations, the child hears a complete and grammatical version of
his or her original utterance, which may consist of only a word or two.
Contingent speech is used to encourage children to continue talking about
a topic that they themselves initiated. Below is an example of how a father
creates opportunities for his three-year-old child to use language to express
her ideas during pretend play:

cHILD: I going to the shop.
FATHER: You’re going to the shops? What are you going to buy?
CHILD:  Some more teabags.
FATHER: Who’s going to have the teabags?
CHILD:  Put in the tea.
FATHER: [ think we’ve got lots of teabags. There are some more teabags
in the cupboard.
CcHILD:  Orange. Some more orange.
(Goh & Silver 2006: 275.)

Besides showing his interest, the father’s questions and comments are
also an important means of setting up verbal scaffolds for increasing the
number of turns the child gets. At the same time, the child knows that
what she says has been understood. This type of positive feedback is very
satisfying for language learners. When a child’s speech is unclear, the adult
may also request that he or she clarify the meaning. So, for example, when
a child says, “I not got it,” the adult may say, “What haven’t you got?”’ thus
prompting the child to make his or her meaning more explicit: “I not got
the cake.” Through a range of conversation strategies, adult speakers help
children increase opportunities for using the language they are acquiring
and, at the same time, help them notice problems in their speech and express
their meaning more clearly.
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Input, feedback, and output in second language learning

The types of conversation strategies just mentioned that are used in first
language learning play a similarly important role in second language acqui-
sition. When language learners are engaged in using oral language through
interaction with expert speakers, they can also be prompted to notice their
utterances and produce language that is increasingly more accurate. Early
work on oral interaction by Hatch (1978) emphasized the important role
that speaking plays in second language acquisition. Hatch, as well as other
researchers who followed, argued strongly that by engaging in talk with
more competent speakers, language learners will derive two key bene-
fits. Firstly, they will be helped by their interlocutors’ input and feedback.
Besides hearing input that is modified for their language ability, when they
interact with competent speakers, learners also have a chance to hear a more
accurate model of language being used. Although comprehensible input is
important, it alone is insufficient. Language learners can also develop their
language by producing comprehensible output (Swain 1985). Swain’s out-
puthypothesis claims that the production of oral language can, under certain
circumstances, enable learners to acquire new forms of the language. Lan-
guage learners can be “pushed” to use language further when what they
say is unclear or ungrammatical, and they have to repeat, rephrase, or cor-
rect what they have said in order to produce speech that is comprehensible
to others. In responding to questions for clarification, learners and expert
speakers engage in negotiations for meaning, where constant adjustments
are made to the linguistic forms, structure of discourse, and content mes-
sage so that an acceptable level of understanding is achieved (Long 1991).
By engaging in negotiations for meaning with expert speakers, language
learners can potentially increase their capacity to use the second language.

Clearly, besides language input, learners also need feedback in the form
of questions, comments, repetitions, confirmation checks, requests for clar-
ifications, and reformulations. These types of feedback are also important
strategies in the process of negotiation for meaning. Reformulation, for
example, has been shown to assist second language development (Mackey
1999), particularly among young second language learners (Mackey &
Oliver 2002; Mackey & Silver 2005). An important benefit of negotiation
for meaning is that learners have to actively produce spoken output, which
is equally if not more important than language input in facilitating learning.
Merely speaking the language, however, is inadequate for acquisition to
occur. For example, when a group of learners talk among themselves, they
may use the language inaccurately or inappropriately. Without appropriate
feedback, they may not be aware that they are producing forms that are



Speaking and the language learner 19

inaccurate. Thus, even though they may become increasingly fluent, their
language does not necessarily increase in accuracy.

According to Swain (1985), who articulated the Comprehensible-Output
Hypothesis, language learners must notice language forms in their speech
that are causing problems for the listeners, such as pronunciation or gram-
mar, and try to modify their spoken language for greater accuracy. Swain
argued that, “Negotiating meaning needs to incorporate the notion of being
pushed towards the delivery of a message that is not only conveyed, but
that is conveyed precisely, coherently, and appropriately” (Swain 1985:
248-249). When this process of negotiating meaning occurs regularly, it
can lead learners to improve their control of language form, as well as
meaning. When learners use language that is inaccurate and their meaning
is imprecise, they should be asked to correct or rephrase what is said to
make their meaning clearer. This will help them pay attention to the formal
qualities of the language and lead them to use forms that are accurate in
future communication. Swain (1995) summarizes three important benefits
that negotiating meaning can have for second language learners. It:

* Helps learners become aware of target language forms that they have not
acquired.

* Encourages learners to test their own knowledge of the language when
modifying their original output.

* Provides learners with opportunities for developing their metalinguistic
knowledge.

The importance of input—feedback—modified output in oral interaction
with competent speakers has led to the articulation of various hypotheses
about the role of such feedback in second language acquisition (Gass 1997;
Long 1999). This research has important implications for the way speaking
activities are planned in the classroom. Ideally, the activities should allow
teachers to provide input and feedback to every language learner and to
“push” each one to produce well-formed utterances. In reality, however, it
is not possible for most teachers to do so because of physical constraints
such as large class size. Even in small classes, as Lynch (1998) observes,
some teachers may not be aware of the importance of modified output and,
therefore, neglect opportunities for “nudging” learners to use language this
way. This makes it all the more crucial for speaking lessons to include stages
where learners can focus on the use of accurate language to accomplish
speaking goals. Teachers could plan activities that draw their students’
attention to linguistic forms, discourse structure, and vocabulary that can
further develop the learners’ ability to speak accurately. Explicit instruction
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on language forms has been shown to contribute to learners’ oral language
development (Gor & Chernigovskaya 2005; Sheen 2005).

Discuss it

Think about two or three speaking activities that you have carried out or have
observed in class. Briefly describe the activities to a colleague. To what extent were
the students “pushed” to use accurate and appropriate language? What factors
seem to facilitate this type of language production, and what factors work against
it?

Speaking and academic learning

Traditionally, English-as-a-Second-Language (ESL) learners consisted
largely of university and college students, or adult immigrants learning
in English-speaking countries. The age range of second language learners,
however, has lowered over the years to include a sizeable number of young
and adolescent non-native speakers studying in English-medium schools.
In the U.S., for example, there is a high proportion of students in main-
stream education who are learning English as a second language. Similar
situations are found in the U.K., Canada, Australia, and New Zealand. In
England, for example, provisional school census data in 2008 showed that
an estimated 14 percent of primary pupils and 10 percent of secondary
pupils in government-funded schools did not have English as their first
language (Graf 2011). The situation of learners of English as a second or
additional language participating in mainstream English-medium education
has given rise to scholarly discussions about the role that teachers can play
in supporting such learners (see, for example, Gibbons 2002; Graf 2011).
This ESL situation, however, is no longer limited to traditionally Anglo-
phone countries. The pattern and contexts for learning and using English
have been changing in other parts of the world. Asia is one such example.
In Singapore, for example, where the medium of instruction in all schools
is English, a large number of the children entering school have Chinese,
Malay, or Tamil as their first language. To all intents and purposes, these
children are ESL learners, and many teachers would readily endorse this
view. Increasingly, the country has also become a favorite choice for all
levels of education with students from neighboring Indonesia, the People’s
Republic of China, Vietnam, and Myanmar. The situation In Malaysia is
somewhat different, but no less significant. There are now a large number
of private colleges offering exchange programs (known in some countries



Speaking and the language learner 21

as twinning programs) with western universities, and at least one British
and one Australian university have set up local campuses there. Students
in these tertiary programs study in environments where English is the lan-
guage of the curriculum and general academic discourse. In Hong Kong,
as well, English is the medium of instruction in selected schools, and there
is an increasing demand for an English-medium education.

While such large numbers of ESL learners in mainstream English classes
are not seen in all countries where English is taught, a time may come
when more countries opt to have some subjects taught in English as a way
of narrowing the knowledge gap between their young citizens and those
in English-speaking countries, as well as giving students a head start in
the current landscape of globalization. Information available through the
Internet would become more accessible to students. More and more teachers
in English-as-a-Foreign-Language (EFL) countries are being encouraged to
teach English through English. Many learners themselves are also keen to
develop their speaking abilities, so as to secure better jobs and places
in overseas universities. In sum, the development of good speaking (and
listening) skills is no longer a bonus for language learners, but an essential
aspect of their language-proficiency development because it can have a
direct impact on the personal and professional success of many of them.

Using the spoken language for learning and thinking

What is the connection between language learners’ speaking abilities and
their academic learning? One obvious answer is that since much formal
learning takes place through the spoken language (Wolvin and Coakely
1996), and, increasingly, through the medium of English, being able to
speak (and listen) in the language of instruction will greatly facilitate stu-
dents’ participation in class and the learning of the subject matter. To speak
in English, second language learners have to develop various pragmatic
competencies. Learners need to learn how to initiate and maintain conver-
sations, to sustain group discussions, describe feelings and give reasons in
an acceptable manner, and ask for more information or assistance (Brice
1992). In other words, one of the fundamental reasons why second language
learners need to develop good speaking and listening skills is to engage in
effective day-to-day classroom communication.

While the role of speaking for communication is generally recognised
in ESL classrooms, the contribution it makes to academic learning is less
frequently highlighted. In situations where the target language is also a
language of instruction across the curriculum, speaking is an indispensable
tool for thinking and achieving academic success. For second language
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speakers enrolled in academic or professional programs, training in
communication skills is often available to learners through English-for-
Academic-Purposes (EAP) courses or English-for-Specific-Purposes (ESP)
programs. These courses typically focus on presentation and seminar skills,
profession-specific speaking skills, and lecture note-taking skills. ESL
learners in primary, middle, and secondary school contexts, however, need
to develop some other kinds of oracy skills. The term oracy, which was
first coined by Wilkinson, refers to the general ability to speak and listen
as a sign of being educated (Wilkinson 1965). The concept was extended
to include the ability to engage with learning through the spoken language
(Barnes 1988). Barnes argued that all school learners need to be able to use
speech to develop thinking skills that are specific to different subjects in
the school curriculum, and the ability to do this empowers the learners to
engage critically with their social and physical world.

Teachers use talk in academic settings as an important tool for help-
ing learners explore, develop, consolidate, and investigate ideas, as well as
evaluate propositions; all of these are crucial thinking processes in concep-
tual learning. Recent research with young children has also demonstrated
the power of talk in developing early writing proficiency (Fisher et al.
2010). Due to large class sizes in many situations, however, students are
often asked to work in groups. Some classes also adopt group work as
a way of promoting cooperative learning. Group activities are, therefore,
another academic learning context in which language learners need to use
spoken language for thinking and learning. Mercer (2000) uses the term
“interthinking” to refer to the process of learners working collaboratively
through speech to construct a body of shared knowledge and understanding.
Successful group talk that promotes thinking and learning is often said to
be characterized by acknowledgement and exploration of the contributions
by group members. Although these discussions about oracy are in the con-
text of classroom learning where the learners are first language speakers,
the ideas and principles are just as relevant to second language learners
participating in mainstream English-medium classrooms (Mercer 2001).

The crucial difference for second language learners, however, lies in
their ability or inability to use oral language to engage with other students
in the type of thinking and learning processes mentioned above. In English-
speaking countries where there are many ESL learners in classes, students
who do not have English as their dominant language tend to initiate fewer
conversations, make fewer requests, and listen less actively, thus causing
them to be less effective at cooperative learning tasks (Brice & Mont-
gomery 1996). It is important, therefore, that second language learners
develop speaking skills that enable them to use spoken English effectively
in various contexts of learning. It is not uncommon to find second language
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learners being perceived as less able or intelligent, simply because they can-
not use the language to express their understanding, doubts, and opinions
clearly. Inability to speak and listen effectively in their second language can
cause some learners to abstain from participating in class. When even daily
communication becomes a problem, it is not surprising that many second
language learners cannot participate in the discourse of academic learning.
As a result, they are further disadvantaged in schools because they cannot
demonstrate ways of using the “mainstream” language valued in formal
education (Corson 2001; Cummins 2000).

Decontextualized oral-language use and academic registers

One set of oral skills, which some scholars refer to as decontextualized oral-
language skills, is particularly important for helping students engage with
learning (Snow 1991). Decontextualized oral-language skill is the ability
to talk about things that are beyond the immediate context of interaction
and make information explicit and coherent for listeners who share limited
background information with the speakers'. Such an oral-language skill is
similar to the idea of an elaborated code that is independent of the immediate
context and contains linguistic features that are more sophisticated for
expressing meaning precisely (Bernstein 1975). In contrast, a restricted
code is used when much of the information is retrievable from the context
of interaction, and, thus, speakers are not required to make their meaning
explicit for their listeners. To use an everyday example, we engage in
contextualized talk when we talk about details from a film with a friend
who watched it with us. On the other hand, if our friend has not seen the film,
our speech will have to be a great deal more explicit so that we can fill in the
gaps in our listener’s knowledge. We look at these issues again in Chapters 4
and 5, which focus on the features of speech and genres of speaking.

In the school curriculum, activities such as presentations, storytelling,
describing procedures, and even show-and-tell are just a few of the many
examples that require school children to use decontextualized oral lan-
guage. To do these tasks effectively, learners have to make their information
linguistically explicit through various grammatical and lexical resources.
They need to use appropriate vocabulary to convey literal meaning and,
sometimes, even need to use metaphors in order to make comparisons
that are meaningful to their listeners. In addition, decontextualized lan-
guage use requires pragmatic competence such as understanding listeners’

! Some experts find the term “decontextualized” ambiguous and prefer to think of this
type of spoken language as more abstracted forms of oral language where speakers
need to communicate meaning of a specialized or technical nature.
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perspectives so that one knows how much information is common ground
and how much needs to be explained.

In schools and other academic settings, decontextualized language use
is the dominant form of discourse, so the ability to communicate meaning
explicitly in context-independent situations is a highly valued skill. Studies
have shown that young school learners’ ability to use decontextualized oral
language has an impact on the development of literacy skills and their aca-
demic success (Snow, Tabors, Nicolson & Kurland 1995). There is evidence
to suggest that children who have been socialized into decontexualized lan-
guage use in speech have a distinct advantage in school learning, while
those who have not are often severely disadvantaged by the system (Heath
1983; Dickinson & Tabors 2001). When children have not had the benefit of
such language experience at home, they will have to depend on the school
to develop this ability. If decontextualized language use is a challenge when
there is inadequate exposure at home, even for learners who have English
as their first language, we can expect the use of decontextualized oral lan-
guage to be an even greater challenge for second language learners. The
ability to use decontextualized oral language effectively is clearly an asset
to all school-age children and is particularly important for ESL / EFL learn-
ers who may not have had a chance to develop this skill before they begin
their formal education in English.

As Mercer (2001) noted, ESL learners in English-medium classrooms
face two big challenges. One is inadequate language proficiency, and the
other is a lack of familiarity with the social conventions for using language
in the classroom. Teachers, too, may find it difficult to pin down the exact
cause of the students’ difficulties, experienced when learning a subject.
With an understanding of language as a pedagogic tool, Mercer argues,
teachers can help students improve their use of language for processing
and constructing subject-specific knowledge. Gibbons (2001) also called
for academic subject teachers to help develop the language and the thinking
of ESL learners in mainstream education through scaffolded interactions
or “long conversations” in class. As she points out, subject teachers can
be a key mediator of ESL children’s experiences and the school discourse
(in the target language) that they are learning. Nevertheless, while there
are compelling reasons for subject teachers to integrate language with sub-
ject teaching, much of the responsibility still falls on the shoulders of the
language teachers, who have an important role to play in helping learn-
ers develop oral-language skills that can support their academic learning
beyond the language classroom.

When we help ESL learners develop their ability to use spoken English
for academic learning, this ability is not merely limited to expressing and
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comprehending basic speech functions in the classroom. Learners have to
develop abilities for using speech as a way of both engaging with ideas and
subject-specific thinking, and communicating facts and opinions clearly
through increasingly abstract use of oral language. They also need to
develop effective skills that will help them participate successfully in “inter-
thinking” when working with others in groups. The ability to use oral lan-
guage to convey abstract concepts during group work will also contribute to
their ability to understand and express abstract ideas in the written language
(Grainger 2004). Being able to use oral language well to engage with their
learning of the various academic subjects can help language learners suc-
ceed academically and reap the benefits of an education delivered through
the second language.

It is important, therefore, for language teachers to bear in mind the
demands of oral-language use when planning speaking activities for learn-
ers who use their second language in various academic contexts. Although
language-learning activities in the language classroom are not perfect sub-
stitutes for engaging in talk in “real world” classroom communication,
thoughtfully planned oral activities can still help language learners learn
important skills and strategies for speaking effectively in their content-area
classes. Selected oral-language tasks can be based on the types of gen-
res and topics commonly found in academic subjects (see Chapter 5 for an
explanation of spoken genres). Such tasks will further facilitate the applica-
tion and transfer of oracy skills to learning situations across the curriculum
and further develop learners’ English in various contexts.

In many EFL situations, as opposed to ESL situations, learners may not
necessarily need to develop their speaking for immediate academic learning
needs. Nevertheless, it is still important to plan learning tasks that offer
speaking practice that can contribute to overall language development. The
tasks should have the right level of complexity to engage language learners
of different age groups and learning needs while, at the same time, help
them improve not only fluency, but also grammatical and phonological
accuracy. We will explore these ideas later in the book.

Think about it

Do you know of any language learners who have to join mainstream education con-
ducted in the target language? If you do, or are presently teaching such students,
list some speaking problems these learners have in their classes. To what extent
could these problems affect the success of their academic learning?
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Speaking and affective factors

Although second language learners may understand the importance of
speaking, it can be stressful for some, if not most of them. In this sec-
tion, we will discuss the problem of anxiety among learners and how this
anxiety affects their willingness to speak the target language. To understand
some language-learning problems and processes more deeply, we need to
consider both affective and cognitive variables because emotional reactions
can have a significant influence on the effectiveness of language learning
and processing (Arnold 1999). We could say that affective factors, such as
anxiety, are most strongly linked to speaking and listening, where learners
often have to process and produce language spontaneously without any
planning or rehearsals.

All of us experience anxiety at different times of our lives. Its manifesta-
tions include feelings of tension, states of apprehension, nervousness, and
worry, as well as physical signs such as “breaking out in cold sweat” and
nausea. According to Arnold, “anxiety is possibly the affective factor that
most pervasively obstructs the learning process” (1999: §). Anxiety may be
defined as subjective feelings of tension, states of apprehension, nervous-
ness, and worry. As we know, anxiety is often unavoidable, and it can have
an effect on the way one behaves. It is an important affective variable in
second language acquisition and is intricately intertwined with other affects
such as self-esteem, inhibition, and risk taking (Brown 1993). Psychologists
say that some individuals may be more prone to anxiety in a wide range of
situations than other people, a phenomenon referred to as trait anxiety. Trait
anxiety is a stable personality characteristic of some individuals, and if it
occurs in language learners, it may impair cognitive functioning and disrupt
memory in language use and learning (MacIntyre & Gardner 1991b).

Another kind of anxiety that individuals experience is less pervasive
and more situation-specific; that is to say, the anxiety is triggered by being
in a particular situation. This is the type of anxiety that many language
learners experience when exposed to situations in which they have to use
the target language. This psychological state is commonly referred to as
language anxiety, and it is something you have probably observed among
some learners. What exactly is language anxiety? It has been described as
“a composite of self-perceptions, beliefs, feelings, and behaviors related to
the learning process and arising from the unique situation in the language
classroom” (Horwitz, Horwitz & Cope 1986: 31). Although language anxi-
ety can be distinguished from trait anxiety, it can still have a negative effect
on the learning process. You may notice that some learners focus very
narrowly on their performance during a speaking task and tend to evaluate
themselves too excessively. They may focus on what they are unable to do
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and overlook what they can actually do. They also worry about potential
failure and other people’s opinions and are, therefore, not willing to put
themselves in situations that they are unsure about.

Learners who suffer from language anxiety perceive speaking in a second
language to be an uncomfortable experience and are not prepared to make
mistakes because of perceived social pressure. They are also less willing to
take risks and experiment with new ways of expressing themselves in the
target language (MaclIntyre & Gardner 1991a). Such preoccupations make
their cognitive performance less efficient, impairing their ability to process
information, retrieve, or produce it when required. Language anxiety has
been shown to be associated with performance during high-pressure events,
such as oral examinations (Phillips 1992). Being aware of language anxiety
and its causes can help teachers take a holistic approach to developing
learners’ speaking. Therefore, it is useful to anticipate some of the situations
that can give rise to language anxiety.

Many learners may also be shocked and disappointed when they have to
speak in a second or foreign language in real interactions with competent
speakers of the language. They may have learned to speak by repeating or
constructing complete sentences modeled after the written language, but
when they engage in real conversations outside the classroom, they realize
that their way of speaking is too “textbook-like”” and unnatural (Goh 2009).
This, and unrealistic expectations of what speaking in a second language
entails, can create a great deal of anxiety for language learners and cause
some to avoid oral interactions altogether.

Motivation to speak

A number of studies on language anxiety used or adapted a 33-item
questionnaire called the Foreign Language Communication Anxiety Scale
(FLCAS), developed by Horwitz et al. (1986). In this scale, the construct
of foreign-language anxiety during oral communication is conceptualized
as a composite of three other forms of anxiety, namely communication
apprehension, test anxiety, and fear of negative evaluation. A study among
Taiwanese learners that focused on both spoken and written communication
found that students with higher levels of anxiety tended to have low self-
concepts as language learners (Cheng, Horwitz & Schallert 1999). These
learners had negative self-perceptions about their language competence.
An inverse relationship between anxiety and performance has also been
found among Chinese tertiary-level ESL learners studying in Singapore
(Zhang 2001). Zhang’s study also showed a gender difference, with the male
students showing a greater tendency to experience anxiety when they had
to speak in English, both in and out of class.
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Communication apprehension has also been reported among a group of
Chinese ESL learners in New Zealand secondary schools (Mak & White
1998). Results indicated that the main reason for apprehension was the
linguistic distance between English and Chinese, while other reasons such
as an emphasis on voluntary speaking, inadequate preparation, and fear of
negative evaluation also contributed. Research among Japanese language
learners revealed that learners who reported a high degree of anxiety did
less well in their language assessments (Aida 1994; Saito & Samimy 1996).
In a recent study that involved about 200 Japanese learners, more than half
of the learners said they did not feel sure of themselves when they spoke
in English and claimed that they would start to panic if their teachers asked
them to speak without having prepared in advance (Burden 2005). The
respondents also reported that they were too embarrassed to volunteer to
speak and felt self-conscious speaking in front of their classmates. More
than half said they felt overwhelmed by the number of rules they believed
were necessary to speak English.

Young (1991) identified six sources of anxiety and argued that there were
strong connections between them and learners’ cultural and social beliefs.
Although these sources of anxiety are not exclusively linked to speaking, it
is useful to know what they are, as they can help you anticipate or confirm
some of the reasons why your students may not be motivated to speak. The
six sources of anxiety are as follows:

* Personal and interpersonal beliefs (e.g., fear of failure, competitiveness,
communication apprehension, negative social evaluation).

e Learner beliefs about language learning (e.g., perception of mistakes,
views of instructional activities, priorities and preferences).

* Instructor beliefs about language learning (e.g., the role of instructors,
relationships with learners).

* Instructor—learner interactions (e.g., manner of error correction).

* C(Classroom procedures (e.g., oral presentations, skits).

» Language testing (e.g., test format, test items, match between practice
and testing).

Classroom procedures and learners’ beliefs have been reported to be a
key source of anxiety for some language learners. Some Japanese learn-
ers, for example, reported that their greatest source of anxiety was fear of
negative evaluation by others and, hence, losing face in speaking-related
activities such as oral presentations (Okata 2005). The learners also reported
that of the four language skills, they felt most anxiety when speaking, and
especially when it was monitored or evaluated by others. Listening, which
also involved the processing of spoken English, also induced a great deal
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of anxiety among the learners, a result that is reminiscent of another study
that documented the anxiety that listening to another language can arouse in
learners (Vogely 1998). Oral presentations were also responsible for caus-
ing language anxiety among a group of post-graduate ESL students from
various Asian countries studying in a university in Singapore (Lun 2001).
English language learners in Singapore secondary schools also reported a
high degree of anxiety when they had to speak in standard English in class,
especially during oral presentations, where they knew it would be unaccept-
able to their teachers and classmates to use the localized vernacular English
dialect known commonly as Singlish (Han 2003).

One direct result of language anxiety is that learners may become reti-
cent and consequently withdraw from active participation in the classroom,
as was the case with a group of Hong Kong learners (Tsui 1996). Reticence,
therefore, should not be interpreted as a lack of motivation to learn to speak.
That learners may not be willing to communicate in the target language
because they suffer from language anxiety has also been shown in other
studies among Japanese ESL learners (Hashimoto 2002) and EFL learners
(Yashima 2002). Researchers have established relationships between lan-
guage anxiety, self-perceptions of language competence, and willingness to
communicate (Macintyre 2007). Whereas learners who are anxious tend to
perceive themselves negatively, and, therefore, are less inclined to commu-
nicate, those who demonstrated low language anxiety were more willing to
communicate, even if they had overestimated their own language compe-
tence (Macintyre, Noels & Clément 1997; Baker & Macintyre 2000). ESL
learners studying abroad were more willing to communicate in English if
they were more satisfied with their interpersonal relationships (Yashima,
Zenuk-Nishide & Shimizu 2004). These findings seem to apply to different
cultures, although the way anxiety is expressed may vary. Some studies
have also shown that teachers were able to help to lower their learners’
language anxiety effectively through classroom procedures such as keeping
a journal (Farrell 1993; Foss & Reitzel 1991; Lun 2001; Onwuegbuzie et al.
1999).

These discussions about language anxiety can help us as language teach-
ers in several ways. First of all, we are reminded that students who do not
speak up in class are not necessarily unmotivated or uninterested. Failure
to participate may not even be due to a complete lack of ability. Rather,
students’ lack of participation in speaking activities may very well be the
result of deep-seated beliefs and fears that lead to great anxiety whenever
they have to “perform” in class. From our earlier discussions about the role
of speaking in academic learning and language acquisition, we can see that
not speaking in the target language can have far-reaching consequences
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in terms of the personal success of many language learners. Nevertheless,
we can take steps towards making the environment in our language class-
rooms one that is non-threatening and, at the same time, supportive of those
students who suffer from high language anxiety. For example, we may con-
sider using guided reflections in the form of journals to help them chart and
eventually lower their language anxiety. Not only does journal writing help
learners objectively examine sources of their anxiety, it also gives teachers a
chance to acknowledge their students’ feelings of anxiety and provide pos-
itive affective feedback and suggestions. Where it is appropriate, students
could also be invited to openly discuss their anxiety.

Discuss it

If you have been a second language learner yourself, try and recall if you have
ever felt any anxiety in class when you had to speak in the language. Think of two
occasions, and describe them. For each, list some reasons for your anxiety. Can
you think of ways in which you or your teacher could have lessened your anxiety?

Rethinking current practices in teaching speaking

The acquisition of oral skills is important for language learners to achieve
effective communication, as well as for the reasons we have highlighted ear-
lier. Development of these skills, however, is often influenced by a host of
factors, and some affective ones may seem beyond the control of the learn-
ers themselves. How are current approaches to second language speaking
instruction addressing these learner needs? In the past, oral skills were typ-
ically taught with a focus on acquiring correct pronunciation and grammar.
Drills may have been used, for example, to ensure that only the correct lin-
guistic patterns were learned. Since the advent of communicative language
teaching, however, the pendulum has, at times, swung to the other end.
Learners are often encouraged to focus on talking. They communicate their
meaning using whatever linguistic resources they have because commu-
nicative language teaching places a high premium on providing extensive
practice in oral communication among language learners. Most language
curricula today emphasize the importance of working in pairs or groups
to communicate in the target language, through a range of activities. The
aim is for learners to become increasingly fluent in speaking the language.
Overt correction and attention to language are minimized during these com-
municative activities. When learners have problems with what they need to
say, they are encouraged to use communication strategies. The learning of
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correct language forms of grammar, pronunciation, and vocabulary are to
be done in context. A lack of attention to accuracy may, in some cases, be
a weak link in sequences of lessons on speaking.

Thus, while the use of communicative activities seems like a good way for
learners to acquire oral skills in a naturalistic environment, the result may be
far from ideal. We cannot underestimate the pressure that language learners
experience when speaking. The fact that speaking almost always takes
place in the presence of others who may be evaluating their performance or
expecting an appropriate response also severely constrains learners’ ability
to monitor their speech for accuracy. In addition, communicative activities
are often not designed with academic settings in mind, so second language
learners who need to participate in these settings in schools and colleges
may not be adequately prepared for the types of communication and genres
involved. Speaking lessons also present an intrinsic challenge for teachers
and learners alike. Unlike lessons on second language literacy, speaking
lessons seldom allow teachers and learners to have a record of their perfor-
mance because the spoken language is transient, and there is little record of
it once the activities have finished. In a writing class, for example, teachers
have evidence of learners’ work that they can evaluate and offer feedback
on. Speaking lessons, on the other hand, do not normally allow for such
documentation of learning. Learners’ strengths and limitations shown dur-
ing a speaking activity, particularly in large classes, may go unnoticed and
uncorrected. In spite of the learner-centered orientations of many commu-
nicative activities, affective factors that influence learner performance may
be overlooked in some classes. In view of concerns about learners’ anxiety,
fear of speaking up, and lack of motivation, speaking lessons could, in
general, do more to help learners develop better control over their learning
processes and build up greater confidence in tackling speaking tasks. At the
same time, lessons should also aim to provide a balance between using the
language to speak, which is primarily the emphasis now, and thinking about
the language used to speak. Speaking development should also account for
metacognitive dimensions of learning (see Chapter 6 and Chapter 11), help-
ing learners to achieve a positive self-concept as second language speakers,
understand the demands and the nature of second language speaking, and
use effective communication and discourse strategies to enhance their oral
skills in different types of interactions. What this means is that teachers
need to help second language learners develop their speaking in a more
holistic way.

In this book, we introduce an approach that accounts for both tangi-
ble speaking outcomes as well as the cognitive and affective processes of
learning to speak a second language. In the chapters that follow, we aim to
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help readers acquire a good theoretical understanding of the processes and
skills involved in speaking, and the features of spoken discourse present in
the speech and interactions of competent English speakers. These discus-
sions are presented in Chapters 1-5. Building on the theoretical perspectives
presented in these chapters, we will present a set of principles in the form
of a methodological framework for teaching speaking (Chapter 6). This is
followed in Chapters 7 and 8 by the description of a pedagogical model for
putting into practice these principles, and by a discussion of how a speaking
program built on these principles can be developed. These discussions are
relevant to both general English as well as English-for-Academic-Purposes
(EAP) programs. The last part of the book, Chapters 1012, is devoted to a
discussion of practical ideas that enable learners to develop their speaking
competence through structured and guided experience.

Summary

Second language learners who attend school or tertiary institutions where
teaching is conducted in the target language can engage effectively in the
discourse of an academic environment if they have good speaking abilities.
Inability to do so can cause learners to be disadvantaged in a system where
not only proficiency in the target language is desirable, but also the ability
to control the academic register in the spoken mode is highly valued. Speak-
ing also directly benefits learners because it can facilitate second language
acquisition. This can occur if learners get a chance to receive feedback
on their spoken performance and are pushed to pay attention to linguistic
forms that are causing their communication problems. Appropriate feed-
back can cause students to modify their spoken output to produce utterances
that are grammatically accurate. Some language learners, however, avoid
speaking up in class because they suffer from language anxiety. There are
many sources of this anxiety, including personal beliefs about learning, fear
of negative assessment by peers, and “threatening” classroom procedures
and instructors’ beliefs. Students who can participate effectively in oral
interaction, in spite of a lack of language proficiency, are those who have
developed useful coping strategies.

Based on what has been presented in this chapter, we can draw out some
of our initial principles for teaching speaking:

1. Include activities that can potentially develop learners’ speaking skills
for engaging critically with their academic learning and social envi-
ronment.
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2. Plan activities that draw learners’ attention to linguistic forms, dis-
course structure, and vocabulary so as to develop the learners’ ability
to speak accurately.

3. Consider the teacher’s role in scaffolding classroom interaction so that
learners are guided progressively towards effective speaking skills.

4. Make the classroom environment non-threatening, and encourage
guided reflection or discussion to help learners monitor and even-
tually lower their language anxiety.

5. Teach learners to use strategies for dealing with anxiety and improve
their speaking performance.

Group-learning tasks

1. Conduct a simple structured interview or questionnaire survey among
your classmates or fellow teachers to find out what they know about
the concepts introduced in this chapter.

A B C D
I haven’t | I've heard of | | understand This concept is
heard of | it, but don’t what it refers | an important
it. know much to. guiding principle
about it. | hope to use in
my teaching of
speaking.

Comprehensible-
Output Hypothesis.

Negotiation for
meaning.

Language anxiety.

2. Do you know of any second language learners who are also participat-
ing in mainstream education conducted in English? Are you currently
teaching students who will be embarking on academic learning in
a school / college / university when they complete your language
course? Reflect on some of the key activities used for teaching spo-
ken English. Describe two of these activities, and evaluate the extent
to which the activities prepare the learners to do the following:

a. Use decontextualized oral language.
b. Explore, expand, and evaluate ideas in small-group discussions.
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3. Consult a book or a chapter on second language acquisition theo-
ries (such as the ones referenced in this chapter), and make brief
notes about the Comprehensible-Output Hypothesis. Do you think
the language classes you are familiar with should provide learners
with opportunities to use spoken language that is precise, concise,
and appropriate? How tolerant do you think teachers should be of
oral language that is imprecise and inaccurate? Consider the pros and
cons of these questions in the light of the role that speaking can play
in second language acquisition.

4. Conduct a simple survey among your classmates to find out whether
they experience any anxiety when they have to communicate in a lan-
guage that is not their first language. (Consider both speaking and lis-
tening.) Refer to the six sources of language anxiety that Young (1991)
identified, which were cited in this chapter. Classify your classmates’
responses according to these six categories, and present your findings
to other participants in class. Compare similarities and differences
among the different groups of learners.

Further reading

Gibbons, P. (2002) Scaffolding Language, Scaffolding Learning: Teaching Second
Language Learners in the Mainstream Classroom, Portsmouth, NH: Heine-
mann.

Mackey, A. and Silver, R. (2005) Interactional tasks and English L2 learning by
immigrant children in Singapore, System, 33, 230-260.

Swain, M. (1995) Three functions of output in second language acquisition, In G.
Cook and B. Seidlhofer (eds.) Principle and Practice in Applied Linguistics,
Oxford: Oxford University Press, 125-144.

Tsui, A. B. M. (1996) Reticence and anxiety in second language learning, In K. M.
Bailey and D. Nunan (eds.) Joices from the Language Classroom, Cambridge:
Cambridge University Press, 145-168.



2 Cognitive processes in speaking

When speaking, language learners often seem to falter and pause and experience
other difficulties. Like all speakers, they must engage in various mental processes,
but for language learners, these processes do not necessarily work optimally to
help them produce speech that is fluent and accurate.

Understanding the key mental processes speakers engage in can help us sup-
port learners in their speaking development in a more informed manner. To discuss
these processes, this chapter will answer two questions:

1. How is speech produced?
2. What effects do psycholinguistic processes have on learners’ speaking perfor-
mance?

Topics addressed in the chapter include:

® Cognitive demands in speech production.
® The rate of speech production.
* Fluency, accuracy, and complexity.

Introduction

Language learners tend to believe that native speakers speak effortlessly.
It appears to them that the words of native speakers flow seamlessly, and
ideas are conveyed through utterances with flawless grammar. Unseen to
learners, however, are the myriad complex mental processes taking place.
These processes work interactively, often automatically, and in harmony,
making optimal use of the limited processing capacity of working mem-
ory. To conceptualize speaking as a process, several applied linguists have
applied a cognitive model of speech processing proposed by Levelt (1989).
This model has been used to explain second language speech production
(McLaughlin 1987; Johnson 1996; Bygate 1998) and the use of commu-
nication strategies to facilitate speaking in interlanguage communication
(Poulisse 1993). In this chapter, we will present the components of Levelt’s
model and explain how cognitive processes interact to enable speech to be
produced as speakers respond to various pragmatic demands. We will also
discuss the effects these processes have on learners’ speech and their overall

35
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speaking performance, and suggest some principles for helping language
learners improve their speaking ability.

Model for speech production

In fluent conversations, a speaker may generate two or three words per sec-
ond by retrieving them from a memory store that contains tens of thousands
of items (Levelt, Roelofs & Meyer 1999). This seemingly effortless perfor-
mance actually involves underlying processes that are remarkably complex
and that express both form, or structure, and meaning, or content. These
interrelated processes are represented in a model of speech production
proposed by Levelt (1989) that consists of three interrelated stages that are
directly involved in the production of speech: a) conceptual preparation,
b) formulation, and c) articulation. An important aspect of this model is self-
monitoring, a process that operates at a level different from the other three
stages mentioned above. Each stage of the model is described separately
below (see Figure 2.1), but it is important to bear in mind that the different
stages may recur and overlap throughout the duration of speech production.
In fact, it is now widely recognized that the “stages™ interact with one

FORMULATION | ' > | ARTICULATION SPEECH
Interactive
- processing of
speech in A 4
working I \
%) Knowledge *; :* memory. i1 2
= about the Knowledge P4
de language: CONCEPTUAL about the &
o grammar, PREPARATION language: =
% vocabulary, pronunciation. g
o register, and -3
2 discourse =
@ structure. ii -
Knowledge about the topic.

Long-term memory

Knowledge about the topic,
language, and context of interaction

Figure 2.1: Cognitive demands on language learners when producing speech
(drawing from Levelt’s model of speech processing).
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another and occur concurrently when interconnected neural networks in the
brain are activated at about the same time (Bechtel & Abrahamsen 1991).
This process of how various stages are concurrently activated is key to how
individuals access words that are stored mentally when they speak (Bock &
Levelt 1994).

Conceptual preparation

Conceptual preparation, also referred to as conceptualization, is where
speech production begins. It is the process by which speakers select the topic
or information they wish to express. If a topic has already been established,
speakers still have to select relevant ideas from their long-term memory to
construct their message. These ideas will depend on speakers’ background
or “encyclopedic” knowledge about the world. The more knowledge they
have about the topic, the more choices there are to work from in choosing
which message to deliver. Very often, the ideas may exist only vaguely in
the speaker’s mind, as a mental model or as simple meaning components
(a “gist”).

In the case of language learners, consider what happens if they are asked
to retell a story they have just read or heard. Although the learners might
know what the story is about, they will still have to decide which details
are important to include in the retelling. Their decision will also depend on
how well they have comprehended the story in the first place. One popular
speaking activity used in class requires learners to talk informally about
a topic they have been given, which may involve producing a narrative,
a retelling of a story, or an opinion. Students sit in a group of three or
four. One person writes a word on a piece of paper and passes it to the
person on his or her left. The person then has to speak in an impromptu
manner for one or two minutes. To speak during these activities, learners
have to select appropriate content and choose the discourse structure thatis
appropriate for the genre they are producing. In spontaneous face-to-face
interactions, language learners have to construct responses that include
relevant information and, at the same time, are socioculturally appropriate
(see Chapters 4 and 5). All of these speech events require learners to think
about what they have to say before or while they are saying it.

Formulation

Formulation is a process by which the ideas that exist in the speaker’s
mind during conceptual preparation are mapped on to specific words in the
speaker’s mental lexicon and strung together (Garman 1990). This process
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is perhaps the most challenging for language learners of the three stages in
Levelt’s model. This is because learners have to make a number of lexico-
grammatical choices; that is to say, they have to decide which words and
grammatical forms are relevant for their intended message. The concepts
are “fleshed out” through a stringing together of selected words in the right
order (syntax). Tense, mood, number, etc. also have to be indicated by
appropriate markers known as bound morphemes (e.g., —ed, —s, —ing). To
express these abstract mental concepts clearly, learners have to rely on their
knowledge of the grammatical system of the target language.

Some learners may also have to resort to direct translation of key words
or entire utterances from their first language. If many utterances need to
be produced, learners also have to pay attention to the overall coherence
of the discourse as it unfolds. For example, when telling a story, learners
have to use words and phrases (once upon a time, in a land faraway) to set
the context for a narrative. When giving a talk, learners will also need to
make use of formulaic, or “fixed,” phrases to signpost transitions clearly
for their listeners (moving on to, to sum up). Whether learners can do this
successfully will also depend on their knowledge of registers, or level of
appropriateness, for the social context in which the speech is produced.

Articulation

Articulation is made possible when speakers activate and control specific
muscle groups of the articulatory system (consisting of the vocal tract, lar-
ynx, and lungs). Through articulation, the message is carried in the form
of sound waves to the listener. Although articulation is more of a physio-
logical process, it is closely linked to memory and information processing.
When someone who is competent in a language speaks, he or she seldom
has to pay close attention to how the words should be pronounced or where
the stress for certain words should be. These phonological encodings have
largely been automatized and are, therefore, second nature to the speaker.
This knowledge also allows competent speakers to draw listeners’ attention
to specific details, by assigning stress in appropriate places. (See Chapter 4
for a discussion of intonation in context.)

Many language learners, on the other hand, have to recall how some
sounds are produced or consciously assign stress to the right syllable in an
important key word, as they speak. They may also have to make conscious
attempts at adopting intonation patterns that they believe will help them
convey their message in a socially acceptable manner. Learners who are
very conscious of their pronunciation will give a lot of their attention to
the articulation process. This, however, may also be a source of anxiety for
some learners because they feel their pronunciation is not good enough or
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cannot be understood by others, and they avoid speaking up as a result.
Sometimes, learners may also find that they have a particular written word
in their mind’s eye, but they are unable to articulate it because they are
unsure of its pronunciation. In all, articulation can be a challenging stage
in language learners’ speech processing.

Self-monitoring

Conceptual preparation (thinking about what to say), formulation (how to
say it), and articulation (actually saying it aloud) are the three processes that
directly contribute to speech production. There is, however, a fourth process
that is at work at a higher level. This fourth process is the key metacognitive
process during speaking and involves self-monitoring, or checking one’s
speech for accuracy and acceptability. Competent language users normally
notice errors in pronunciation and grammar, dysfluencies (e.g., words that
are cut off mid-utterance or phrases that are restarted and repeated), and
other problems commonly associated with speech production (Levelt et al.
1999). Native-speaker children as young as three-years-of-age have been
observed to correct their pronunciation and grammar spontaneously during
speech production (Foster-Cohen 1999).

Language learners also monitor their speech, and some may employ oral-
communication strategies to help them get their meaning across (Nakatani
& Goh 2006). Effective self-monitoring depends on metalinguistic knowl-
edge; that is to say, knowledge of grammar and pronunciation is needed
to check the way we speak. Language learners who have limited metalin-
guistic knowledge will not be able to monitor their speech production well.
In addition to monitoring one’s speech for structural accuracy, language
learners also have to consider pragmatic demands during communication.
Basic pragmatic demands include speakers’ assessment of the relation-
ship between themselves and their listeners, as well as the interactional
and social contexts in which their speech is produced (Burns 1998). Com-
municatively competent speakers not only produce utterances that their
listeners understand, but they also evaluate the appropriateness of what
they say in the light of reciprocity conditions; that is, who they are speak-
ing to and under which kinds of circumstances (Bygate 1987). Although
self-monitoring is an important strategy for language learners, it may also
indirectly put further demands on the other cognitive processes that are
already in operation. Language learners may ignore self-monitoring so that
they can focus on getting their meaning across as quickly as possible. This
factor has implications for teaching speaking, in particular the develop-
ment of accuracy. We will return to this in some of the later chapters in this
book.
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Think about it

List three common speaking problems you have observed among second / foreign
language speakers. Based on the explanation of speech production given above,
suggest the kind of processing demands that might have caused these problems.

Rate of speech production

Language learners do not all produce speech at the same rate, nor do they
produce speech at the same rate all the time. On one occasion, a learner
may produce speech that is halting and unclear, while on another, he or
she may be able to speak fluently and clearly. So what factors influence the
rate of speech processing? One important factor is the degree of autom-
atization. Cognitive processes that have been automatized are those that
involve skills and knowledge that are well-learned, through constant use
and rehearsal (Shiffrin & Schneider 1977; Segalowitz 2003). Automatized
processes make little or no demand on processing capacity because they do
not require attention or effort to perform.

For example, language learners who are used to narrating stories will
automatically begin each story with an orientation or context (e.g., one
day, once upon a time). The working memory is, therefore, free from one
level of processing (how to structure discourse) and is able to attend more
closely to other demands (the content of the story). A learner’s conceptual
preparation and formulation processes in a particular task may become
automatized because of his or her prior knowledge of facts, social, or
academic conventions; discourse structures; and linguistic knowledge. The
articulation process can also be automatized when the learner has developed
control over the production of sounds and prosody of the target language.

The rate of speech production also depends on the speed of lexical access;
that is to say, how fast or slowly an individual is able to recall and select
from words stored in long-term memory (Levelt 1989, Levelt et al. 1999).
This access may be instantaneous, or it may require several intermedi-
ate steps before the final desired word is recalled. Learners who have a
large store of vocabulary will thus potentially have more alternatives to
choose from, but this does not necessarily guarantee quicker processing.
Some learners lose processing time when deliberating which word to use,
and in face-to-face interaction, they may even lose their turn (Hughes 2002).

One way lexical access can be improved among learners is for
them to learn to use prefabricated formulaic language (Bygate 1998;
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Schmitt 2004). Formulaic phrases may be used for specific occasions (for
example, Congratulations on your promotion, Pardon my ignorance), or
speakers may rely on collocational units — words that usually go together —
in normal language use (for example, a tall order, a terrible mistake, a
remarkable achievement, and so on). (See Chapter 4.) Using prefabricated
formulaic language is a facilitation strategy for coping with limited process-
ing capacity and time pressure. To buy processing time, some speakers may
even use entire sentences such as, What you 've said is extremely interesting!
(Hughes 2002).

Discuss it

Make a list of formulaic expressions that are commonly used by speakers of English
in academic settings or conversations among friends. Have you ever introduced
formulaic language in your teaching? If so, what kind of formulaic phrases did you
teach, and who were the learners? Did the learners find the expressions useful?

High-proficiency learners typically produce speech more rapidly than
beginning learners because they know more about the language and can
apply this knowledge quickly when constructing their utterances. This does
not mean, however, that high-proficiency learners can do the same in all
situations. The reason is that the degree of automatization varies according
to differing demands made on the speaker and the kind of output expected.
For example, when talking about a familiar topic with friends, a learner may
be able to speak clearly and fluently. The same topic, however, may require
greater attention, planning, and monitoring when it has to be communicated
to a large audience in a formal situation. On the other hand, in spontaneous
interactive talk, learners usually have very little time to plan and prepare
what they have to say. Furthermore, they also have to listen to what others
are saying and respond appropriately. In contrast, preparation for an oral
presentation involves longer planning time, and opportunities for rehearsals
are often available. This kind of pre-task planning allows conceptualizing
and formulating to take place before articulation, thus creating less pressure
and fewer demands on the individual’s processing capacity. Planning also
enables monitoring to take place before the actual presentation in front of
a live audience.

Clearly, learners face many demands when trying to speak in the target
language. How can teachers support them in their learning so that they
can achieve small successes that can motivate them to further improve
their speaking? Teachers can start by planning speaking tasks that provide
a realistic level of challenge, in light of the various speech-production
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processes. If learners have to produce spontaneous speech on an unfamiliar
topic, they will experience tremendous cognitive demands on all fronts:
conceptual preparation, formulation, and articulation. This may result in
cognitive overload, causing some learners to stop talking altogether or to
communicate in an unclear manner. If, however, learners have sufficient
prior knowledge about the topic, the load may be eased a little, as they need
to pay attention only to how to formulate and articulate their ideas.

Another strategy teachers can use is to plan speaking activities that
include opportunities for planning and rehearsals. This will help to increase
the degree of automatization of one or more of the processes. Finally, it
would also be useful to bear in mind that some learners who appear to
be quiet or even unmotivated may, in fact, want to participate, but they
are unable to cope with the cognitive demands of speaking and, therefore,
choose not to participate at all. To understand more about these learners,
you can include activities where they are encouraged to describe challenges
they face and explore sources of their language anxiety. You can then plan
activities that help them alleviate or manage some of these feelings of
anxiety.

Think about it

How do you prepare for a talk? Would you take your learners through the same
processes? Why or why not?

Fluency, accuracy, and complexity

The interplay of cognitive and affective, or emotional, factors during speech
production exerts heavy demands on language learners, and this, in turn,
can have a direct impact on the quality of their spoken language. We can
talk about the quality of learners’ speech according to three characteris-
tics: fluency, accuracy, and complexity (Bygate 1998; Skehan 1996). (See
Table 2.1.)

One of the effects of cognitive-processing demands on learners’ lan-
guage use is that they may not have adequate cognitive resources to produce
speech that is both fluent and accurate. Under time pressure when speaking,
language learners experience limited cognitive capacity for processing
meaning and linguistic knowledge at the same time. Thus, even when they
know the grammatical “rules” in their heads, some language learners may
not always use correct grammar when they speak. Their first priority is to
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Table 2.1: Three key features of learners’ speech

Definition Focus

Fluency Speech where the message is communicated Meaning
coherently with few pauses and hesitations,
thus causing minimal comprehension
difficulties for the listeners.

Accuracy Speech where the message is communicated Form
using correct grammar. The notion of
accuracy can also be expanded to include
correct pronunciation according to target
language norms.

Complexity Speech where the message is communicated Meaning and form
precisely. More advanced grammatical forms
are used, such as subordination and clausal
embeddings, which are appropriate for
speech in relation to the social and cultural
context, as well as the roles of, and
relationships with, interlocutors.

express meaning (Skehan 1998a). Grappling with limited capacity in their
working memory, they will most likely “sacrifice” accuracy when formu-
lating their message. Their immediate aim is to get their meaning across,
using the linguistic resources that are available to them at that point in time.
There is not always enough time to retrieve rules or access extensively the
vocabulary stored in their long-term memory. If you look at Figure 2.1
on page 36 again, you will notice the dotted lines in the arrows linking
knowledge and long-term memory. The dotted lines show that the process
of retrieval is not always complete.

Beginning learners will not have even developed sufficient grammatical
resources to produce utterances that are morphologically or syntactically
accurate. Not unlike a child learning a first language, they may initially
only try to string content words together (e.g., Man eat apple). As their
knowledge of grammar develops, words may be supported by greater use of
grammatical forms for inflecting verbs (e.g. Man eating apple or The man
is eating an apple). However, when their attention is taxed in face-to-face
communication, grammatical accuracy may be compromised, even if they
know about the type of grammar they are supposed to use. The need to
avoid long pauses that might lead to a breakdown in communication or
losing their turn often means that learners may not attend to the form of the
language adequately.

When some processes, such as lexical retrieval, are partially automa-
tized, language learners may be able to demonstrate language complexity
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by formulating longer and more precise utterances. They use grammatical
resources, such as subordination and clausal embeddings, to increase the
preciseness of what they are conveying and to provide additional informa-
tion. Increase in language complexity within an utterance is an important
milestone in children’s speech in first language acquisition, and it is also
a measurement of second language development. Let’s illustrate the rela-
tionship between language complexity and preciseness in meaning with the
following hypothetical examples of speech, produced during a narrative
task based on a picture:

a. The teacher blew the whistle. The children ran as fast as they could.

b. The teacher blew the whistle, and the children ran as fast they could.

c. As soon as they heard the teacher’s whistle, the children ran as fast as
they could.

d. As soon as they heard the teacher’s whistle, the children who were
standing at the back ran as fast as they could.

Example a) consists of two independent clauses. The way one idea
follows another suggests that the two actions are related to each other,
but the relationship is not very clear. In example b), the two clauses are
coordinated by the conjunction and, thus making the relationship a little
more explicit. In example c), we can see the temporal relationship between
the two actions even more clearly because of the presence of subordination.
This temporal relationship is enhanced through the use of the adverbial
phrase as soon as. Example d) shows the embedding of a relative clause
(who were standing at the back) into the main clause, thereby giving more
detailed information and making the meaning more explicit.

Research on spoken grammar has suggested that spoken clause structure
differs from written clause structure in at least one respect. In spoken
grammar, clauses are usually added on to one another through the use of
simple coordinating conjunctions, the most common being and. What this
implies is that language used during speaking may be less grammatically
complex than language used in writing. However, this observation is based
on spontaneous spoken English where speakers often have to think on their
feet. We could argue that in formal discourse, especially where planning
and rehearsals are possible, we would expect to see a greater degree of
language complexity in our learners’ speech. It is also true that in many
formal contexts, the spoken language produced contains more features of
literate or written English than that produced during spontaneous casual
talk. The extent to which complexity is seen in speech will depend on
various aspects of the sociocultural context where talk is produced, such as
the relationships between speaker and listeners, the extent to which they are
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familiar with each other, their feelings towards each other, and the distance
of the speakers in time and space from the topics being discussed (see
Chapter 4).

Language learners’ speaking proficiency (and even the proficiency of
native speakers) is not a monolithic construct. There are different levels
of performance, with some tasks being completed more (or less) fluently
and accurately than others. Most of the time, however, language learners’
limited processing capacity will force them to attend to meaning before
formal accuracy. The implication of this for the classroom, we suggest, is
that teachers need to plan different types of activities at different times in
order to develop fluency (meaning focused), accuracy (form focused), and
complexity (form and meaning focused). However, teachers must judge the
abilities of the learners and the extent to which the learners are capable
of complexity. When learners, such as beginners, can only focus on either
meaning or form at any one time, expecting them to do well in both may
frustrate and discourage them.

Try it

Select a topic that you have just read about in the newspaper. Record yourseif,
giving a spontaneous two-minute talk on the topic in your second language if you
have one. Listen to your own speech, and evaluate your production, acconding to:
fluency, accuracy, and complexity. If you don’t have a second language, ask a friend
or colleague who does if he or she will do this exergise and then work with you to
evaluate the production.

Summary

The apparent ease with which speech is produced by competent speakers
belies the complex cognitive processes involved and masks the many factors
which influence the output. These processes are often overlooked in the
classtoom, where teachers’ attention is focused mainly on the product.
Teachers tend to focus on how fluent and accurate their students are in
communicating their meaning, as well as how well they are able to formulate
complex utterances. As a result, learners may be unduly concerned about
their performance, when they could be focusing on learning how to develop
their speaking abilities.

As we have seen, language learners experience various degrees of anxiety
when they have to speak spontaneously. The anxiety is often due to their
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inability to cope with the cognitive demands of one or all of the core
processes described earlier:

a. Conceptual preparation (learners don’t know what to say): This could

be due to insufficient background or content knowledge, or the inabil-
ity to select content that is appropriate for the task.

Formulation (learners don’t know how to express their meaning
grammatically): The learner may have a notion of whaet to say, but
experiences difficulty in translating that mental model into more
precise language, or in selecting the right word.

. Articulation (learners don’t know how to pronounce words in the tar-

get language): The learner has formulated a proposition, but may not
be able to articulate it clearly. In some cases, learners may be gen-
uinely embarrassed by their poor pronunciation and avoid articulation
altogether.

Learners may not, however, experience the same kind of difficulties all the
time. These difficulties depend greatly on the nature of the speaking task
and the learners’ perceptions of the degree of formality, the amount of time
pressure, the interest level of the listener, and the background knowledge
needed to understand their message. These cognitive and affective factors
can affect the quality of learners’ performance, giving rise to perceptible
variation in their speech, in the areas of fluency, accuracy, and complex-
ity. Based on what has been presented in this chapter, we suggest some
principles for teaching speaking:

1.

Avoid over-taxing learners’ cognitive capacity with activities that con-
currently require their conscious attention simultaneously to concep-
tual preparation, formulation, and articulation.

. Instead, provide learning experiences that focus separately on differ-

ent cognitive demands in speaking activities so that learners get a
chance to develop their oral language gradually and in a less stressful
environment.

. Vary the level of challenge or difficulty of the speaking activities by

providing support during one or more of the cognitive phases involved
in speech production.

. Teach learners to use communication and discourse strategies for

buying processing time and negotiating meaning.

. Recognize that learners’ spoken-language performance will vary with

the type of demands required by each speaking task. Therefore, be
clear about the learning objective for each activity, and assess your
learners’ performance realistically.
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6. Plan activities where learners can focus separately on the expression

of meaning and the structuring of the language form, but find a way
of weaving these experiences into a coherent whole.

These principles will be demonstrated in chapters where we present a
theoretical framework and practical ideas for teaching speaking in a holistic
manner.

Group-learning tasks

1. This task requires you to give an informal talk. Organize yourselves

into groups of three. Each person writes a topic related to language
teaching on a piece of paper. Pass your piece of paper to the person
on your left. Nobody should look at what is written on the paper until
it is his or her turn to speak. Take turns speaking about the topic you
have been given by your group member. Time yourselves so no one
speaks longer than 90 seconds. After your group has completed your
impromptu speeches, complete the items below individually, before

discussing your ideas with one another.

Try to remember as much as you can about what you thought or did when you had
to give the informal talk on language teaching.

Did you think about this? Describe briefly what you did.

a.

Conceptual preparation. (Decide what to say.)

b. Formulation. (Plan the language to use.)

. Articulation. (Speak clearly so others can hear

you.)

. The organization of an informal talk.

(Structure your talk.)

. Lexical choices. (Choose the “right” words.)

Prefabricated chunks. (Include formulaic
expressions.)

. Monitoring. (Check what you say while

speaking.)

. Evaluation. (Assess the quality of your

spoken performance.)

2. Repeat the task above with the same topic. This time, record your-
selves. Listen to the recording in your groups, and evaluate one another
in terms of fluency, accuracy, and complexity, using the chart below.
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You should also evaluate yourself. Once you’ve completed the task,
compare the results, and explain your opinions to one another.

Speaker:

Topic:
Excellent Comments on performance
Good
Adequate

Fluency

Accuracy

Complexity

Do you have consensus on your results? Discuss why your opinions
are similar or different.

Further reading

Bygate, M. (1998) Theoretical perspectives on speaking, Annual Review of Applied
Linguistics, 18, 20-42.

Skehan, P. (1998a) A Cognitive Approach to Language Learning, Oxford: Oxford
University Press.

Schmitt, N. (ed.) (2004) Formulaic Sequences: Acquisition, Processing, and Use,
Amsterdam: John Benjamins Publishing Company.



3 Speaking competence

The goal of many second language teachers is to help their students become
competent speakers of the language. But what does it mean to be a competent
second language speaker? This chapter focuses on the notion of second language
speaking competence and the implications this has for the way we conceptualize
speaking lessons. It will address two questions:

1. What constitutes second language speaking competence?
2. What types of knowledge, skills, and strategies should language learners
develop?

To answer the questions, we will discuss the following topics:

®* Communicative competence and speaking.
* Knowledge about language and discourse.
® Core speaking skills.

¢ Communication strategies.

Introduction

To teach speaking effectively, as teachers, you need to understand what
speaking competence entails. You also need to know how different aspects
of speaking competence relate to one another. This understanding will help
you plan and deliver lessons that develop your learners’ speaking ability in
a balanced and comprehensive way. It will also help you approach teaching
materials you work with every day in an informed and critical manner.
If your concept of speaking competence is too narrow, the activities you
plan will be skewed towards developing only certain features of speaking,
and other important features of speaking competence will be neglected. On
the other hand, if your concept of speaking competence is too vague, you
will not be able to identify specific objectives that your lessons hope to
achieve. For example, if you think that good speaking competence simply
means speaking fluently, your activities will aim to give learners lots of
practice in talking, in the hope that, through cumulative practice, they will
become increasingly fluent in expressing their ideas. Practice without a
specific focus on relevant speaking skills or linguistic knowledge, however,
will not be maximally beneficial to learners in the long run. If you are
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using prescribed materials in your school or institution, knowledge of what
constitutes speaking competence will help you adapt existing activities so
as to meet your students’ needs more effectively.

Think about it

Take a few minutes to reflect on your own experience as a language learner or as
a language teacher, and complete this statement: “A competent second language
speaker is someone who. ..”

Here are the combined views of several language teachers. Which of the
points below do you agree with?

A competent second language speaker is someone who . . .

* Has good pronunciation.

* Speaks standard English.

* Can speak fluently and with few or no grammatical mistakes.

* Speaks in a manner indistinguishable from a native speaker.

* [s confident when speaking to a large audience.

* Knows when to say the right things and says them in the most effective
way possible.

e Can communicate well with native speakers.

e Can be understood easily by others.

* Can speak effectively and clearly in various situations.

* In bilingual settings, knows how to code-switch from the first to the
second language, according to circumstances.

» (Can speak fluently and clearly on a wide range of topics.

The statements above show diverse perspectives on speaking a second
language. Your view of what a good second language speaker can do will
influence the way you conceptualize your teaching objectives. If you think
it is important for students to speak with good pronunciation, it is likely that
you will spend a great deal of time focusing ontheir pronunciation. If, on the
other hand, your view of what is important is oriented towards grammatical
accuracy, you may spend a great deal of time correcting ungrammatical
utterances that your learners produce. One consequence of a narrow view
of speaking competence is that we lose sight of the larger context where
speaking is a social act and the fact that the way we speak will be influenced
by many factors related to the social nature of speech.
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Communicative competence and speaking

One way in which we can examine the notion of speaking competence is
to refer to the concept of communicative competence put forward by Dell
Hymes (1979) and expanded on by many researchers who have followed.
According to Hymes (1979), an individual’s communicative competence
is his or her ability to use language effectively in actual communication.
This ability consists of both knowledge about the language and specific
skills in using the language. Hymes contrasted an idealized notion of lin-
guistic competence with speakers’ actual performance in social situations.
Individuals with a high level of communicative competence produce utter-
ances that are grammatically accurate, easy for listeners to process, and
contextually appropriate and acceptable. The concept of communicative
competence was further developed by Canale and Swain (1980) in order
to explain it within second language acquisition contexts (see also Canale
1983). They identified four components that made up communicative com-
petence: grammatical competence, discourse competence, sociolinguistic
competence, and strategic competence. Grammatical competence referred
to knowledge about grammar, vocabulary, and phonology, while discourse
competence was seen as the ability to connect utterances to produce a
coherent whole. Sociolinguistic competence consisted of the ability to use
language that is accurate and appropriate to sociocultural norms and consis-
tent with the type of discourse produced in specific sociocultural contexts.
Finally, strategic competence referred to verbal and non-verbal actions taken
to prevent and address breakdowns in communication.

Communicative competence in relation to second language speaking
was further highlighted by Johnson (1981) at the beginning of the Commu-
nicative Language Teaching era. He summarized what a competent second
language speaker was able to do:

Apart from being grammatical, the utterance must also be appropriate on very
many levels at the same time; it must conform to the speaker’s aim; the role
relationships betwcen the interactants; to the setting, topic, linguistic context,
ctc. The speaker must also producc his uttcrancc within severe constraints; he
doesnotknow in advance what will be said to him (and hence what his utterance
will be a response to); yet, if the conversation is not to flag, he must respond
quickly. The rapid formulation of utterances which are simultaneously “right”
on several levels is central to the communicative skill (Johnson 1981: 11).

From this statement, we see that accuracy (“being grammatical) is
clearly an important facet of speaking competence. Accuracy alone, how-
ever, is insufficient. Competent second language speakers must also be able
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to use speech skillfully to achieve their communicative goals. They need
to be aware of the socially contextualized nature of speech so that what
they say i1s appropriate and acceptable to their listeners. Thus, they have to
consider relationships between themselves and the participants in an inter-
action, as well as other contextual variables (setting and topic, for example)
that might influence the way their message is constructed and conveyed.
Such an awareness also helps them decide on the amount and the type of
information needed, and the way in which the message is to be conveyed.
Johnson’s observations allude to the importance of oral communication
strategies in second language speaking. For example, language learners
often experience problems with vocabulary and this can cause communi-
cation to break down. To prevent this breakdown from happening, learners
can use strategies such as asking for clarification or repetition that will help
in their negotiation of meaning and, at the same time, keep the interaction
alive. This ability to employ strategies for facilitating communication is a
key component of second language communicative competence (Canale &
Swain 1980; Canale 1983).

Another characteristic of second language communicative competence is
discourse competence. Discourse competence comprises linguistic knowl-
edge about the structure of spoken genres and the skills needed to organize
various genres according to sociocultural context (Burns 1998). Native
speakers are familiar with the way different types of spoken genres begin,
progress, and end, which greatly helps them to anticipate the overall struc-
ture of spoken discourses and to respond appropriately (Burns, Joyce &
Gollin (1996); see also Chapter 5. Language learners, however, are not
familiar with the way different types of spoken discourse unfold (particu-
larly within the target language culture) and will benefit from learning about
spoken genres through explicit teaching, Since second language learners are
operating with an incomplete mastery of the language, discourse knowledge
can help them predict the type of message they are likely to hear so they can
respond appropriately. They can also translate this knowledge into discourse
organization skills to enhance the structure, clarity, and appropriateness of
their message.

From our discussion so far, we have seen that second language speaking 1s
a “combinatorial skill,” like other language communication skills, because
it “involves a high element of doing various things at the same time” (John-
son 1996: 155). Our aim in teaching speaking is to help learners become
better at combining various skills and processes during language produc-
tion (Littlewood 1992). Due to the cognitive, affective, and social demands
of speech production that we have discussed in the previous two chapters,
learner speech may suffer from problems such as dysfluencies and a lack
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Figure 3.1: Aspects of second language speaking competence.

of grammatical accuracy and complexity. Nevertheless, the speech process
can be facilitated by the use of communication and discourse strategies
that compensate for gaps in linguistic knowledge, and enhance the overall
structure and clarity of the message.

Taking into consideration the various dimensions of second language
competence, we propose a model of second language speaking competence
that comprises knowledge of language and discourse, core speaking skills,
and communication and discourse strategies (see Figure 3.1). The compo-
nents of this model, and how they relate to one another, are explained in the
rest of the chapter. Based on this model, we will define second language
speaking development as the increasing ability to use linguistic knowledge,
core speaking skills, and communication and discourse strategies in order
to produce utterances and discourses that are fluent, accurate, and socially
appropriate within the constraints of cognitive processing.

Think about it

Consider the three aspects of second language speaking competence mentioned
above. What challenges do you think learners at the beginning level of language
learning will face?
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Knowledge of language and discourse

To speak well, learners must have sufficient knowledge of the language.
But the notion of “language” can be vague and sometimes too narrowly
defined. The discussion in this chapter is based on a definition of linguistic
knowledge that encompasses knowledge of structure, meaning, and use
(Canale & Swain 1980; Canale 1983), and includes the following:

e Grammatical knowledge.
* Phonological knowledge.
e Lexical knowledge.

* Discourse knowledge.

Grammatical knowledge

Grammatical knowledge is fundamental to the development of any lan-
guage skill. Learners need to know, for example, how verbs in English are
inflected to denote tense (e.g., using —ed for past tense in regular English
verbs). In addition, they need syntactic knowledge; that is, how words are
strung together to express specific grammatical structures and meanings.
For example, to ask a question in English, learners would normally need to
invert the subject and verb positions used in normal declarative utterances
or include auxiliary verbs. (She likes jazz. > Does she like jazz?) Gram-
matical knowledge is important during the formulation of utterances and
self-monitoring in speech processing. In face-to-face interaction, learners
also need grammatical knowledge to parse utterances they hear so that they
can make further responses (Rost 2001). That is, they need to divide utter-
ances into segments according to syntactic structures or semantic cues, in
order to create a mental representation of the combined meaning of the
words. In addition to conventional grammatical knowledge, learners also
need knowledge about spoken grammar if they are to produce speech that
is natural and not entirely modeled on the written language (Carter 1995;
McCarthy and Carter 2001).

Phonological knowledge

Another kind of knowledge learners need is knowledge of the phonology
(the sound system) of the target language. Phonological knowledge is nec-
essary for three levels of production: word, utterance, and discourse. First of
all, language learners need to know how the sounds of the target language
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are pronounced and how to avoid some common problems associated with
transferring sounds from their first language (Kenworthy 1987; Hewings
2004). These aspects of knowledge have to do with the segmental (or micro)
features of pronunciation at the word level. Learners also need to be aware
of the presence of suprasegmental (or macro) features of speech beyond
the word, such as stress, rhythm, and intonation. More importantly, they
should know what communicative and discourse functions are served by
features such as prominence (placing weak or strong emphasis on certain
sounds) and tones (chunking sounds to provide meaning) during speaking
and listening.

Lexical knowledge

Language learners’ lexical knowledge develops at two levels. The first is
the number of words and their meanings that learners know. In other words,
this is their individual vocabulary size. It has been estimated that native
speakers of English have a vocabulary size of 80,000 words by the time
they leave secondary school (Owens 2001). In the case of second lan-
guage learners, this number is expected to be smaller. Moreover, we need to
make a distinction between words that learners know as part of their produc-
tive vocabulary; that is, available for use when speaking or writing, and what
they know as their receptive vocabulary; that is, available for recognition
during listening and reading. An individual’s productive vocabulary is gen-
erally smaller than his or her receptive vocabulary. Thus, one of the problems
that many language learners face is that they do not have sufficient words to
express their messages precisely. At a more advanced level, learners’ vocab-
ulary knowledge is enhanced by their semantic knowledge of relationships
among words. Examples include knowledge of lexical sets such as kinship
terms (mother, father, brother, sister, etc.) and the relationships of words
to abstract concepts such as denotative and connotative meanings (that is,
the literal meaning of nouns such as angel and rat and what idea the words
suggest when we call someone an “angel” or a “rat”). Learners’ speech will
also be enhanced by knowledge about fixed formulaic and idiomatic expres-
sions. Many such expressions are used for signaling discourse organization
(e.g., let me begin by), to express vagueness (e.g., this, that, and the other),
and to express modality. Modality in language is an expression of a person’s
stance, attitudes, and level of certainty. In writing, it is typically signaled
by the use of modal verbs, such as should, must, and will. In speech, how-
ever, modality is usually signaled by lexical phrases and simple adverbs
such as I think, I suppose, definitely, apparently, and to all intents and

purposes.
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Discourse knowledge

Spoken texts are structured in various genres to serve different commu-
nicative purposes and social contexts (see Chapter 5). As learners need to
use their second language to communicate in target language contexts, it
is important that they know how these purposes and contexts influence the
structure of the discourse they produce. They need to know what linguistic
resources can be used for organizing and structuring stretches of speech
to form coherent spoken texts that are appropriate for the setting and the
participants. For example, if they want to retell the story of a movie, an
awareness of how narratives are structured is useful — that all stories have
an orientation, a complication, and a resolution, and that the person who is
narrating the story often includes a short personal interpretation or reflec-
tion on the story. When language learners want to recount an incident, they
need to know that events are typically sequenced in chronological order.
In addition to extended monologic discourses, such as those just described,
some conversations have predictable structures, too. For example, three-
part exchanges are typical in short conversations between British native
speakers (Carter 1998: 44):

A: What part of London are you staying in?
B: In Hyde Park.
A: Oh, are you? That’s a nice district.

Learners’ knowledge of spoken discourse structures also needs to be
complemented by pragmatic knowledge about speech acts and sociocultural
practices. In other words, not only do they need to know how discourse
is typically constructed, but they also need to be aware of the norms in
communication in different societies, even when these societies speak the
same language. This is part of second language learners’ sociolinguistic
competence (Canale & Swain 1980). To use the example above of three-
part exchanges, we can see that language learners will benefit from knowing
about the social function that is served by the last part of the exchange.

Nevertheless, English is increasingly being learned for communication
with non-native speakers. In view of the role of English as an interna-
tional language, knowledge about discourse in English also needs to include
intercultural pragmatic knowledge that extends beyond traditional “native
and non-native speaker” scenarios to include cultural practices of English
speakers from other cultures (McKay 2002). For example, it is common for
Chinese speakers of English in many parts of the world to greet one another
in English with, “Have you eaten?”’ or “Have you had your lunch?” if they
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meet in late morning or early afternoon. Introducing learners to the concept
of intercultural and cross-cultural communication is now an important area
of teaching practice for language teachers.

The interrelationships of knowledge about language
and discourse

The types of linguistic knowledge we have described are closely linked
in speech production. In order to communicate clearly, speakers must use
appropriate vocabulary and grammar, while structuring the information in
a way that is easy for the listeners to understand. For example, to describe
an accident, a speaker needs to know words for expressing objects, actions,
locations, and people. At the same time, the speaker needs to use grammat-
ical resources such as past-tense verb forms consistently when recounting
the incident, but then must switch to present-tense verb forms or the use
of modal verbs when he or she wants to give an evaluation of the whole
incident (e.g., “People should not drive so fast in the city”). Grammar items
such as prepositions and prepositional phrases are also needed to convey the
dynamic relationships between the various actors in the event (“The pedes-
trian was just stepping onto the intersection, and the driver was coming
from the opposite direction”). In addition, all of this information has to be
structured in a logical order using connectors and discourse markers (e.g.,
first, then). More importantly, learners need to be aware of the differences
that exist between spoken language and written language.

Linguistic knowledge is clearly an important component of second
language speaking competence. Without it, learners will not be able to for-
mulate and articulate the ideas they want to express. This has important
implications for the way we conceptualize speaking activities and lessons.
Firstly, we should plan speaking activities that make realistic demands on
learners in terms of the type of linguistic knowledge they need to produce
spoken language. For example, if the objective of an activity is for learners to
develop the ability to describe an event, we need to ensure that this objective
is not defeated because learners do not have sufficient linguistic resources
to practice the skill. Rather, we can provide learners with some linguistic
support so that they can practice the skills without having to worry too
much about the language. The second pedagogical implication, we suggest,
is that it is useful to think of speaking lessons not merely as opportunities
for learners to practice speaking, but rather as structured learning experi-
ences where learners can develop relevant linguistic knowledge. Materials
should also account for the interactional contexts of language use and
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emphasize the role of discourse and register (the topic, the speakers, and
their relationships and the type of language required) in fulfilling social
functions through speech (Halliday 1985). Speaking lessons should, there-
fore, include tasks where learners pay attention to language features needed
for participating in various types of interactions and producing relevant
discourse.

Try it

Refer to a language syllabus or a language textbook, and examine the types of
linguistic knowledge that are specified as outcomes. Can you find examples of
phonological, lexical, grammatical, and discourse knowledge mentioned in this
chapter? How is this knowledge applied to the practice of speaking?

Core speaking skills

It is not enough for learners to just know about grammar, vocabulary,
pronunciation, and discourse. They must also be able to proceduralize their
linguistic knowledge through increasing use of this knowledge in various
communicative contexts (Johnson 1996). The term “skills” will be used to
refer to learners’ knowledge about language and communication that is “put
into action” when in speech production. There are four broad categories of
speaking skills that learners need to develop, and these are referred to here
as core speaking skills (see Table 3.1). Within each core skill are more
specific skills (sometimes referred to as sub-skills) that are appropriate for
a range of speaking and communication needs.

Focusing on the four broad categories of speaking skills can help teach-
ers in two ways when conceptualizing lessons. Firstly, some teachers may
use textbooks or refer to language syllabi that include long lists of specific
speaking skills. The categories explained below can serve as a frame of
reference to help teachers keep in mind the broad aims of speaking devel-
opment when planning lessons or sequences of activities. Secondly, some
teachers may be working in situations where speaking is rarely taught in an
explicit manner. The speaking objectives may be vague, such as “Learners
will discuss a problem in a group” or “Learners will practice their story-
telling skills.” The core speaking skills outlined in this chapter can help
teachers identify which set of skills should be focused on so that learners
are not just left to their own devices. In other words, the skills that learners
need to engage in when carrying out the activities should be made explicit.
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Table 3.1: Four categories of core speaking skills

Core skill

Specific skills™

a. Pronunciation

Produce the sounds of the
target language at the
segmental and suprasegmental
levels.

Articulate the vowels and consonants and
blended sounds of English clearly.

Assign word stress in prominent words to
indicate meaning.

Use different intonation patterns to
communicate new and old information.

b. Speech function
Perform a precise
communicative function or
speech act.

Request: permission, help, clarification,
assistance, etc.

Express: encouragement, agreement, thanks,
regret, good wishes, disagreement, disapproval,
complaints, tentativeness, etc.

Explain: reasons, purposes, procedures,
processes, cause and effect, etc.

Give: instructions, directions, commands,
orders, opinions, etc.

Offer: advice, condolences, suggestions,
alternatives, etc.

Describe: events, people, objects, settings,
moods, etc.

Others.

c. Interaction management™
Regulate conversations and

discussions during interactions.

Initiate, maintain, and end conversations.

Offer turns.

Direct conversations.

Clarify meaning.

Change topics.

Recognize and use verbal and non-verbal cues.

d. Discourse organization
Create extended discourse in
various spoken genres,
according to socioculturally
appropriate conventions of
language.

Establish coherence and cohesion in extended
discourse through lexical and grammatical
choices.

Use discourse markers and intonation to
signpost changes in the discourse, such as a
change of topic.

Use linguistic conventions to structure spoken
texts for various communicative purposes, e.g.,
recounts and narratives.

* These are important speaking skills within each category of core skills. The lists are not exhaustive.
** Some linguists refer to this as “discourse management.”

Pronunciation skills

Pronunciation skills are the ability to produce the segmental and supraseg-
mental features of the target language. These are important enabling skills
for speech production because the ability to pronounce words and phrases
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clearly can directly influence the articulation process of speaking (see Chap-
ter 2). In addition, the ability to adopt appropriate intonation patterns will
help learners enhance the clarity of their meaning when speaking. Learners
need to articulate the individual sounds or “segments” (vowels and conso-
nants) clearly, but this alone is inadequate for the production of clear speech.
It is even more important that they know how to signal to their listeners the
way their discourse 1s organized. This signaling of discourse organization is
achieved through appropriate stress of prominent words and various pitch
movements. Studies have indicated that prosodic features such as stress and
intonation have a greater impact on the intelligibility of learners’ speech
production than clear articulation of single sounds or phonemes (Derwing,
Munro & Wiebe 1998; Hahn 2004). Thus, learners need to develop their
ability to use prosodic or suprasegmental features of English, such as the
use of intonation, to organize spoken discourse (Brazil 1985/ 1997). (See
Chapter 5.)

It has been argued that English language learners do not need to develop
the full range of sounds and prosodic features that native speakers have,
and that learners should only learn those features which have been shown
to affect intelligibility (Jenkins 2000). While this perspective 1s a time-
efficient approach to preparing learners for communication, it may not
necessarily align closely with language learners’ own personal goals (Tim-
mis 2002). Some EFL learners aim to develop pronunciation features that
are similar to, or approximate, the British or American native-speaker mod-
els that they have selected (Goh 2009). This is often considered by many
learners to be not only desirable but necessary for their personal, academic,
and professional development (Kuo 2006). In the case of young learners,
it has been shown that some can eventually acquire the speech patterns of
native speakers of the target language (Oyama 1976). Nevertheless, in many
situations, native-speaker pronunciation is not a realistic goal, and teachers
should encourage students to feel comfortable with their own pronunciation
and work towards achieving intelligibility.

Speech-function skills

Knowing how to express and interpret speech functions is an important part
of learners’ pragmatic competence. Some basic functions in interpersonal
communication include expressing thanks or disagreement, explaining,
declining, complaining, complimenting, encouraging, or praising. An
inventory of such functions can be found in many language syllabuses or
coursebooks. Lists of formulaic expressions are also commonly included
to help learners with expressing these speech functions. For example, when
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learners wish to disagree, they may use / see your point, but. . . or I’'m afraid
1 only partially agree with you.

One important factor to consider is the appropriateness of speech func-
tions in different cultural contexts in which English is used. In many Asian
societies, for example, it is considered impolite for younger speakers or
those in subordinate positions to disagree openly with those in positions
of power and seniority. Even when disagreement occurs, the speakers usu-
ally have to include a preamble to the voicing of disagreement. This may
include acknowledging explicitly the value and experience of the senior
participant in the interaction so that he or she can save face. In other
words, the normal politeness markers or language for hedging used in some
Western English-speaking societies may be insufficient. While this added
attention to seniority may appear to be unnecessary, or even bewildering, to
speakers outside of the cultures concerned, it is, nevertheless, an essential
aspect of appropriate and successful communication. Thus, in this regard,
language learners should develop speech-function skills that are not only
appropriate for communicating with native-speakers of English, but also
other speakers of English from cultures they are likely to encounter.

Interaction-management skills

As communication is a two-way process, it is not enough for learners
merely to know how to express their basic wants and intentions. They
also need to develop speech skills that enable them to manage interactions
and, in the process, learn to influence the direction these interactions take.
For example, when learners are no longer interested in continuing with
a particular topic during a conversation, do they know what they can do
to steer the conversation away from this topic? In some sense, the skills
listed under Interaction management in Table 3.1 can be considered speech-
function skills, but they have been categorized separately because they
have a specific regulatory purpose. To use interaction-management skills
effectively, learners will also need to recognize what the speaker is trying
to achieve through his or her words, as well as understand non-verbal cues
such as body language. Learners also need to recognize signs that they do
not understand each other and that some negotiation of meaning is in order.
Bygate (1987) noted that learners need skills to help them initiate and sustain
face-to-face interactions and negotiate control of a conversation, and these
skills include agenda or topic management and turn-taking skills. Such
skills enable language learners to choose topics that they are familiar with,
which, in turn, maximizes opportunities for using the target language, as
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well as enabling them to handle turn-taking (both theirs and other speakers’)
effectively and in culturally appropriate ways.

Discourse-organization skills

Effective speaking is also dependent on the ability of speakers to organize
extended discourse in accordance with accepted linguistic and sociocul-
tural conventions. Learners, therefore, must develop skills for structuring
talk and for responding appropriately as listeners. This requires knowl-
edge of discourse routines, i.e., how a specific speech genre is structured
(Bygate 1998), as well as lexico-grammatical knowledge for establishing
coherence and cohesion (Burns et al. 1996). Linguists use the term “coher-
ence” to refer to a quality in spoken texts that enables listeners to follow the
thread of the message easily. Learners can learn to establish coherence by
using devices such as pronouns for referencing and words for reiterations.
Cohesion in a spoken text means that various parts “hang together” clearly,
giving listeners a sense of its overall structure. This can be achieved by
using words or phrases to highlight different parts in the text. Speakers
can also use expressions to signpost additions or changes as the message
unfolds. Some common discourse markers are on top of that, on the other
hand, to summarize, and to conclude. To apply discourse-organizing skills,
learners need to draw on their linguistic knowledge about the structure of
spoken discourse.

When planning speaking activities or lessons, teachers need to ask them-
selves, “What exactly are the skills that I want my learners to learn from
participating in this activity?” Let’s take the objective, “Learners will prac-
tice their story-telling skills” as an example. If our overall aim is to improve
our students’ narrative abilities, we should consider which narrative skills
the activities are aiming to develop: a) Do we want the students to learn
to structure a story appropriately? b) Do we want them to develop skill in
describing events and people? ¢) Do we want them to tell the story using
appropriate stress, rhythm, and intonation so that the meaning is conveyed
appropriately and in an interesting manner? Trying to do all three simul-
taneously would be unrealistic. Teachers should identify one category of
core-speaking skills, such as pronunciation or interaction management, and
spell out the relevant objectives. So if our aim is a), rather than just asking
learners to work in pairs and practice telling or retelling stories to each
other, we can make sure that our lesson includes activities that will teach
learners how to structure a narrative. We could also include activities that
help learners focus on the language that is needed to signpost transitions
in the narrative. In other words, when we spell out specific speaking skills
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as clear learning objectives, we will plan lessons that really teach speaking
and not just do speaking.

Discuss it

Refer to a language syllabus or a language textbook. Which of the four categories
of core speaking skills have been identified for teaching and learning? Is there a
balanced coverage of all skills? Do some skills appear to be more important than
others in the language program? What implications might this have for the students’
speaking development?

Communication strategies

Clearly, speaking in a second language is a demanding process for lan-
guage learners. Learners in face-to-face interactions do not have the benefit
of preparing everything they want to say in advance. How do they cope with
the cognitive constraints in speech processing and attend to meaning and
language form at the same time? How do they respond quickly to prevent
the conversation from flagging? What happens when language learners have
trouble expressing themselves? Learners who are easily embarrassed and
risk-averse might immediately stop communicating, withdraw, or give up.
So, for example, in a hypothetical language class, we may have Student A
who suffers from language anxiety and avoids participation. In contrast, we
may also have Student B who, in spite of limited linguistic abilities, tries
to cope with the problem and hold on to his or her turn to speak. We can
say that both A and B are using communication strategies to manage their
oral interaction with others, but clearly the strategy that B uses is more
beneficial to his or her language development. The ability to use strate-
gies appropriately to keep an interaction going is a reflection of language
learners’ strategic competence.

Broadly speaking, communication strategies are used for two purposes.
Firstly, they are used by learners, such as Student A, to avoid having to
speak too much. Strategies used for this purpose are referred to as reduc-
tion strategies, partly because the scope of communication is reduced. These
strategies may be useful as face-saving devices, but they limit the users’
opportunities to speak in the target language. The second purpose for using
communication strategies is to enable speakers to convey their messages by
using whatever resources they have access to. This is the case for Student
B. Such strategies are called achievement strategies. They help learners
maximize opportunities for speaking in the target language and to achieve
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their communication goals. Through the use of various achievement strate-
gies, Student B engages in the process of meaning negotiation and receives
feedback to help modify what is said. This, as we know, will help Student
B not only to participate more effectively during oral communication, but
will develop his or her language further.

Cognitive strategies

During oral communication, it is common for language learners to experi-
ence problems finding suitable words for expressing their intended mean-
ing. To compensate for this lexical problem, some learners use various
psycholinguistic strategies. For example, instead of the word chipmunk,
they may use a more common word, squirrel. In this case, the learner
is trying to communicate the concept of the chipmunk holistically by
comparing it to a squirrel, which is quite similar in appearance. Some-
times learners are unable to make a holistic comparison when one is not
available. If this happens, learners may decide to list different features of the
animal in question in the hope that the listeners would identify the animal
or object for themselves. Learners may also coin new words, paraphrase,
and use circumlocution, like describing something to get to the meaning, or
even use words in their first language. All the strategies mentioned above
are cognitive in nature; that is to say, they are used to mentally manipulate
the information being conveyed. They are also commonly referred to in the

research literature as psycholinguistic strategies (Kellerman & Bialystok
1997).

Metacognitive strategies

Some learners use a second type of mental strategy that has a metacognitive
function; that is to say, the strategies are used to manage thinking and
speech production. Learners may decide to plan what they want to say
beforehand so that, when they are actually speaking or participating in
an interaction, they will not be totally unprepared. For example, before
making a telephone conversation, a learner may write down some words
or expressions that are needed for the conversation. While speaking on the
phone, he or she may notice that some words have not been articulated
clearly, and the listener is having problems comprehending what is said.
After the telephone conversation, the learner may evaluate his or her own
speaking performance during the telephone conversation. Metacognitive
strategies are very important for language learning and communication,
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but learners tend to use them infrequently especially in oral communication
(Cohen 1998).

Interaction strategies

Interaction strategies are used by learners to address pragmatic aspects of
communication, particularly with regard to negotiating meaning between
various participants. Also referred to as “oral communication strategies,”
these are “strategic behaviors that learners use when facing communication
problems during interactional tasks” (Nakatani 2006). For our discussion
here, we will focus on strategies by which learners engage the people
they are speaking with to help them with expressing and comprehending
meaning. These strategies include making comprehension checks, repeating
an utterance, giving examples, and using gestures and facial expressions.
It is important to note that, in the context of oral interaction, listening is as
important as speaking, and problems can arise in either of these processes.
When language learners do not understand what is said, they can try to use
interactional communication strategies, such as checking comprehension,
confirming what is understood, and requesting clarification.

Table 3.2 lists some useful communication strategies that competent
language learners use in order to find alternative ways of expressing their
meaning, correct their mistakes, buy processing time, elicit help from expert
speakers, and keep their turn in an interaction. The use of these strate-
gies, however, may not come naturally to all learners, and such strategies
are clearly something that many will need to develop. By learning to use
these strategies, learners will get more opportunities to produce modified
output, which will in turn facilitate their overall language development. Itis
important, therefore, that speaking curricula and lessons include activities
for strategy training. These activities should raise learners’ awareness about
communication strategies, as well as provide opportunities for practice in
using the strategies. When teaching learners about communication strate-
gies, we should also introduce the language that is needed for using these
strategies. For example, learners would do well to learn what to say when
they need their interlocutors to clarify or repeat what has been said. (For
areview of communication strategies and their effects on speaking perfor-
mance, see DOrnyei & Scott 1997; Nakatani & Goh 2007). Interactional
strategies are similar to what is often referred to as “discourse strategies” for
managing spoken discourse. For a detailed discussion of discourse strate-
gies, see Chapter 5, where we illustrate some key strategies for openings
and closings, and feedback or backchaneling.
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Table 3.2: Communication strategies for second language speaking

Communication strategies

Specific strategies

a. Cognitive strategies
Techniques to compensate for
gaps in lexical knowledge and
related linguistic problems.

Paraphrase: Circumlocuting or describing an
object, person, or event to get the meaning of a
specific word across.

Approximation: Using an alternative term, e.g.,
squirrel for chipmunk

Formulaic expressions: Using language chunks,
e.g., What I'm trying to say is. .. to buy
processing time.

Message frames: Setting the global context for
what is being described before attempting to
describe it.

b. Metacognitive strategies
Mental operations to regulate
thinking and language during
speaking.

Planning: Preparing the contents and the form of
the message.

Self-monitoring: Noticing one’s language and
message during message production.
Self-evaluation: Noticing one’s language and
message after message production.

c. Interactional strategies
Social behaviors for negotiating
meaning during interaction.

Exemplification: Offering an example to make
one’s point clear.

Confirmation checks: Asking listeners whether
they have understood the message.
Comprehension checks: Paraphrasing what is
heard to confirm one’s understanding.
Repetition: Repeating all or part of what is said
to check one’s own understanding.
Clarification requests: Asking the speaker to
explain a point further.

Repetition requests: Asking the speaker to say
something again.

Exemplification requests: Asking the speaker to
give an example.

Assistance appeal: Asking the listener for help
with difficult words.

Discuss it

Think of a group of students whom you teach or will teach in the future. Choose
three communication strategies that may help your students in their oral interaction.
Explain why these are relevant and important for this group of students.
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Summary

This chapter examined second language speaking competence and the
implications our understanding of this competence has for teaching speak-
ing. Briefly, here are the answers to the questions posed at the beginning of
the chapter:

1. Speaking is a combinatorial language skill. It requires the ability

to fulfill various communicative demands through efficient use of the
spoken language. When problems occur, speakers should have ways of
coping with them. Second language speaking competence, therefore,
requires knowledge of the target language as a system for making
meaning and an awareness of the contextual demands of speaking. It
also calls for the use of various skills for using speech effectively and
appropriately, according to different communicative purposes. Last,
but not least, speaking competence includes the ability to use a range
of strategies to compensate for gaps in knowledge and ineffective
speaking skills.

. The linguistic knowledge needed for second language speaking
development includes knowledge about grammar, pronunciation,
words and their meanings, and discourse. Language learners’ wider
linguistic knowledge should also include pragmatic knowledge
about speech acts and sociolinguistic knowledge about sociocultural
practices of speakers of English. Core speaking skills are skills for
pronunciation, expressing speech functions, managing interaction,
and organizing discourse. Communication strategies are also crucial,
and these include cognitive or psycholinguistic strategies, metacog-
nitive strategies, and interactional strategies. They enable learners
to overcome lexical gaps, negotiate meaning, repair communication
breakdowns, and enhance the discourse that they and their interlocu-
tors are jointly producing.

In answering the questions presented at the beginning of the chapter,
a number of concepts and theoretical perspectives on language learners’
speaking competence were explored. Based on the discussion, the fol-
lowing principles for planning speaking activities and lessons have been
suggested:

1. Speaking activities should make realistic demands on learners in terms

of the type of linguistic knowledge they need for producing spoken
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language. Activities that aim to help learners practice using specific
speaking skills should not tax learners’ linguistic processing at the
same time. Teachers should consider different ways of providing the
language that learners need.

2. Speaking lessons are not just opportunities for practicing speaking.
You should conceptualize them as structured learning experiences for
developing relevant linguistic knowledge. It is important that learners
be guided to notice features of language needed for various types of
interactions and discourse.

3. When planning a speaking lesson, you should identify one category of
core speaking skills that learners will focus on through the activities.
Specific skills should be clearly identified as lesson objectives. Based
on these objectives, you can plan procedures for carrying out the
activities that can help learners to develop the skills. You may also
need to help learners focus on the language that is needed for using
the skills.

4. The speaking curriculum and the lessons developed need to include
strategy training. The training should involve activities that raise
learners’ awareness about important communication strategies, pro-
vide practice in using the strategies, and teach relevant phrases and
expressions for using some of these interactional strategies.

Group-learning tasks

1. Second language speaking competence is articulated differently in
different language syllabi and language teaching frameworks. For
example, the Common European Framework (2001: 251) focuses on
what learners are able to do with speech at the end of different levels
of proficiency and stages of learning:

Lowest level: Learners are able to participate in simple factual con-
versations on a predictable topic.

Highest level: Learners can advise on or talk about complex sensitive
issues.

a. Discuss the benefits of articulating speaking competence in terms
of broad communication objectives like those in the Common
European Framework. What limitations are there?
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b. Identify the types of linguistic knowledge and core speaking skills
that are necessary for attaining the competence at the lowest and
highest levels mentioned above.

c. Imagine you have to teach a low-proficiency class on how to engage
in factual conversations on a predictable topic. How would you
translate this broad objective into specific instructional objectives
for your speaking lessons?

2. Consider the following learning objectives for spoken English taken
from a syllabus for a four-year language program in high schools.
What feature of speaking competence does each objective relate
to: knowledge of language and discourse, core speaking skills,
or communication strategies? Do you think the syllabus has pro-
vided a balanced coverage of all important components of speaking
competence?

Learning objectives Speaking competence

By the end of the program, learners will:

® Use the stress patterns and rhythm of
English appropriately.

® Use an appropriate register.

® Vary pitch, tone, pace, and volume to suit
purpose.

® Use grammar appropriate to speech, and
vocabulary appropriate to the topic and
context.

® Understand and use verbal and
non-verbal cues appropriately.

® Plan and organize a talk with purpose,
audience, setting, and media in mind.

® Select an appropriate focus and format,
and develop main ideas.

® Support ideas with audio / visual and
print resources during presentations.

® Monitor and adjust presentation to
sustain audience interest.

®* Emphasize salient points in speech.

® Use cohesive devices to link ideas within
a presentation.

* Respond appropriately to questions
raised during a presentation.
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3. Read the excerpts from transcripts below. Describe what the speakers

are doing in each case to improve the way they express meaning. You
do not need to give a label to the strategy if you are not sure what
label (cognitive, metacognitive, or interactional) is appropriate, but
you should try to infer from the excerpt what the learner is trying to
do. Do you think the strategies these learners have used are useful for
language learners?

Communication strategies

a. This is what some ESL learners said when
describing things in English':
e “Like chicken, but bigger.”

“It's used to cut a carpet.”

“You can see it in the laboratory.”

“The Samurai used it for fighting.”

“It’s made of plastic.”

“It has three lines on it.”

b. Some EFL learners took the part of the
customer at a travel agent in a role play?.
The following are some of their responses.

e “My reservation, no? No bargain?”

e “l have a little money, so change to double
room. Do you see?”

e “Do you available traveler’s checks?”

e “The place for ships... like bay.”

e “How can | go...(pause) minato
(harbor). . .yotto (yatch)?”

' The data are cited from Rossiter (2003).
2 The data are cited from Nakatani (2004).

. In this chapter, we considered the importance of different types of
linguistic knowledge and skills and how they contribute to learners’
development of speaking competence. Many learners are also aware
of their importance. Here are some excerpts from journals kept by a
group of graduate students who were ESL learners in a university in
Singapore>. If you were their language teacher, what feedback would
you offer to each of the learners? Share your thoughts with your
classmates or other teachers you work with.

3 The data arc cited from Lun (2001).
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Learner A

“The rhythm and accent in English sentences are very interesting. It can also help us
to speak English words clearly. Sometimes | don’t know when we speak English
which word should be stressed, which word shouldn’t. | think I'll practice more often
outside the English lessons.”

Learner B

“On the oral presentation, | feel a little nervous. . . . It reminds me that a good speaker
includes so many mecanings, such as propcr tone, compatible body gestures, and so
on. Many Asian people aren’t accustomed to use body language when they speak,
maybe the Asian traditional conservative character. | think I’ll pay more attention to
my gestures when | speak. Proper body language is so important for speaking.”

Learner C

“When | talked to my classmates in English, maybe | made wrong pronunciation of
several words, but they didn’t correct me because they know what | meant - the
result is that | am so used to several wrong pronunciation and is not good to improve
speaking English level. Today | pronounced ‘apes’ wrongly. | didn’t know when | was
speaking - thanks my teacher for correcting it.”

Learner D

“Today’s English class begins with the discussion about customs of addressing
people. The norms are very difficult from one country to the other. In Chinese, people
seldom call each other with first names, but it’s just contrary here. However, | think
we will soon get into the habit of it. Teacher J call me “Xinbo,” a name only called by
my parents before | came here, and that let me feel we are already friends.”

Further reading
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SPOKEN DISCOURSE






4 Speech: features, grammar,
and pronunciation

We have already suggested that it is important that second language teachers and
their learners develop knowledge of the nature of spoken language. In order to
appreciate distinctive features of spoken language, it is useful to contrast speech
and writing. Although spoken and written language are clearly related, they are
typically characterized by different kinds of linguistic patterns. Understanding
something about the typical patterns of each is very useful knowledge for sec-
ond language teachers who must help learners improve their speaking skills. This
chapter focuses on the relationships between spoken and written language, and
some of the typical grammatical features of spoken discourse. This chapter will
address two questions:

1. What are the relationships, similarities, and differences between spoken and
written language?
2. What grammatical and pronunciation features are common in spoken language?

To answer the questions, we will discuss the following topics:

* Relationships between spoken and written language.
* Grammatical features of spoken language.
® The characteristics and discourse functions of pronunciation.

Introduction

Despite the fact that communicative language teaching has encouraged
teachers to prepare learners for realistic and authentic communicative sit-
uations, it is ironic that materials and tasks for teaching speaking have
traditionally relied largely on grammars of written language (and often
still do). Thornbury and Slade (2006: 2) comment that, “For a long time
spoken language was taught as if it were simply a less formal version of
written language,” and there are still vestiges of this way of thinking when
it comes to teaching speaking. It is quite typical in many coursebooks to
find “scripted” dialogues that rely on the material writers’ intuitions, or
introspections, about what kinds of spoken exchanges happen in particu-
lar contexts. Unfortunately, however, these texts do not usually reflect the
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kind of language people might actually use in natural situations outside
the classroom. Materials may even limit learners’ opportunities to extend
their repertoires of speaking because they focus on mastering particular
language forms (such as using the present perfect) or functions (such as
apologizing), rather than on meaningful communication.

There are various problems related to scripted or introspected texts.
Generally, they are based on traditional grammars derived from written lan-
guage. They often represent spoken exchanges as neat, fluid, predictable,
and unproblematic for the speakers. Burns, Joyce, and Gollin (1996, draw-
ing on Porter and Roberts 1981) refer to the following characteristics as
typical limitations of scripted dialogues:

» Utterances often occur as fully formed and complete sentences.

* Certain structures are repeated rather unnaturally.

» Each speaker takes distinct turns with no overlapping of talk, hesitations,
or listener feedback.

* Each speaker says about the same amount.

» The speakers use formal and standardized language forms.

* Vocabulary is usually restricted to one topic or field of discourse.

* Speakers tend to make overly explicit references to people, objects, or
experiences.

* Contextual knowledge is very explicitly provided throughout the text,
and there is often no reference to shared knowledge.

[f the materials are accompanied by recordings, the speakers’ pronunci-
ation is usually standard, and utterances are made with greater than usual
precision. The pace of speaking may also be slower than what is found in
normal speech.

Think about it

Examine a language textbook you are familiar with, or that you use regularly. To
what extent does the material presented for speaking practice reflect these char-
acteristics of scripted dialogue? Are there any features included that you would
consider to be representative of natural speech?

There may be some good reasons why materials for language learn-
ing commonly portray the characteristics of scripted dialogues mentioned
above, and why teachers may need to make use of them. At various points,
new structures will need to be introduced by the teacher, and opportunities
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for using them as “pushed output” (see Chapter 3) through controlled prac-
tice will be important. By restricting vocabulary, learners’ comprehension
and use of the language they are required to produce will also be facilitated.
Rather than having to deal with the overlaps, hesitations, and competition
for turns in natural speech, it is easier for learners to manage quite defined
exchanges of information. Beginning learners in particular are unfamiliar
with the sounds and pronunciation of the language and may, therefore,
benefit from hearing speech at a slower than normal pace. Problems arise,
however, if language learners continue to be presented only with a diet of
scripted speech as learning progresses (Carter 1997; Gilmore 2004). Since
learners need to use the language for more complex exchanges outside
the classroom, it is important for teachers to be able to draw their learn-
ers’ attention to features of natural speech and give them opportunities to
practice understanding and using these features in different contexts. As
McCarthy and Carter (1997: 338) put it:

Whatever else may be the result of imaginative methodologies for eliciting
spoken language in the L2 classroom, there can be little hope for natural spoken
output on the part of language learners if the input is stubbornly rooted in models
that owe their origin and shape to the written language.

In this chapter, we explore what kind of knowledge about spoken lan-
guage is useful for teaching and how it might be applied in the classroom.

Relationships between speaking and writing

In order to follow from the comments made above about typical models for
teaching speaking, in this section, we look at the similarities and differences
between spoken and written language. We consider the social purposes and
broad features of each and suggest that different forms of speaking and
writing occur across a continuum, depending on the level of formality
and distance in time and location from the concepts discussed.

Social purposes of spoken and written language

Clearly, spoken and written language are related to each other and overlap
in various ways as they have obvious similarities of lexis (or vocabulary)
grammar, and structure. Even though some kinds of spoken discourse may
deal with the same or similar topics to written discourse, they may also
serve different social purposes and have different audiences. So, although
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the spoken and written language draw on the same linguistic resources, they
utilize them in different ways. As Halliday (1985: 45) notes, “The kinds
of meanings that are transmitted in writing tend to be somewhat different
from the kinds of meanings transmitted through speech.”

In acquiring the ability to convey meaning, humans develop spoken lan-
guage before learning to communicate through writing, and speech domi-
nates in daily social interactions. As their language develops, young children
learn through spoken communication how language operates to fulfill a wide
range of social and personal needs and functions, and their understanding
of how these functions are expressed continues to evolve into adulthood:

» Asking for things they want and need.
e Getting other people to respond to requests.
e Expressing who they are as individuals.
* Socializing with those around them.
* Exploring their world and finding out how things work.
e Verbalizing things that go on in their thoughts and imagination.
e Exchanging information with other people.
(Based on Halliday 1975.)

Even though there are still traditional societies that rely more heavily
on oral communication, written language plays a crucial role in modern
communities and, indeed, written texts are often more highly valued by
society. Over time, written language and spoken language have evolved to
achieve different communicative functions, and it is valuable for language
teachers to have a sense of how the nature and purpose of speech and writing
may differ.

Think about it

Consider the disadvantages of being unable to utilize written texts in contemporary
daily life. Think about the use of technology, as well as traditional print forms.

The nature of speech and writing

As already noted, spoken interaction involves fulfilling various functions
in recognizable cultural ways. In that sense, we can say speech is always
socioculturally purposeful. One obvious difference between speech and
writing is that speech is produced “online” as a person speaks, and, the
ability to now record speech notwithstanding, it is essentially impermanent.
We can say that speech is situated in “real time.” Because of its fleeting
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Table 4.1: Typical features of spoken and written text production

Spoken language Written language

Dialogic / interactional. Monologic / non-interactional.

Co-constructed spontaneously by more Constructed over time by individual

than one speaker. writers / readers.

Shared knowledge of context. Assumed knowledge of context.

Unplanned and negotiated. Planned and redrafted.

Impermanent (produced for “real time”). Permanent (produced for the
“long-term”).

Close to action in time and space Distant from action in time and space

(context-embedded). (context-removed).

Uses more informal language. Uses more formal language.

(Based on Eggins 1994: 55.)

nature, typically speakers do not plan what they will say in advance, but
(co-)construct their interactions with others, as the talk unfolds. To do
this, they must not only give themselves time to think by using various
linguistic strategies (hesitations, pause fillers, and so on), but they must also
take feedback from their interlocutors (or speaking partners) into account.
Spoken interaction is face-to-face (or at least voice-to-voice), and so getting
listener feedback is an important part of making sure no misunderstandings
are occurring. Table 4.1 summarizes the features involved in producing
spoken and written language.

It must be stressed that these features fypify the production of spoken
and written language; there will be great variation in the actual contexts
and conditions under which language is produced. For example, it is, of
course, possible to produce speech that is planned or rehearsed, as in news
broadcasts or political speeches, although in such cases, speakers are usually
working from written texts. Similarly, writers may work collaboratively to
negotiate pieces of writing, which will, nevertheless, exhibit features of
written text when completed. Written texts can be “speech-like” as, for
example, in notes left for a family member (e.g., “Gone to movies, back
at 6:00”). Therefore, language production can be thought of as a kind of
continuum, with “most spoken” texts that relate to immediate action at
one end and “most written” texts that are abstract and reflective at the
other. Somewhere around the middle of the continuum lie texts that have
characteristics of both modes, so they blur the typical distinctions outlined
above.
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“Most spoken” texts Blurred “Most written’ texts

(c.g., family conversation) (e.g., weather report) (e.g., encyclopedia entry)
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Figure 4.1: Continuum of spoken and written language.

When developing spoken activities with learners, teachers can consider
where on the continuum the activities may lie. For example, for learners
in “conversation classes,” teachers may need to think about the appro-
priate register, including what level of formality is needed for the kinds
of conversations being targeted. Are learners practicing in order to have
conversations with host family members, classmates, workmates, regular
acquaintances, strangers, and so on? Are they speaking about activities as
they are being performed, or retelling previous events? Do they need to
use specialized vocabulary or informal vocabulary? As discussed in the
next section, the lexical and grammatical features of the language used are
affected by who the speakers are, their relationships with each other, the
topics being discussed, and the context of language use.

Try it

Listen to a discussion (e.g., on the TV, radio, or online) on a current topic of interest
to you. If possible, record a segment of the discussion. Then find a written account
on the same topic (e.g., in a newspaper, magazine, or reference book). How does
the spoken and written language differ? How does the relationship between the
speakers affect what they say? How does the writer seem to position him- or
herself in relation to the readers (as an equal, an expert, or an informant)?

Spoken and written language

In the discussion above, we looked at the concept of a spoken-written
continuum. In this section, we explore this concept further by examining
related examples of spoken and written discourse. We also look at the
concepts of lexical density and grammatical intricacy.

Comparing linguistic features of spoken and written language

In order to illustrate further how written and spoken language differ in terms
of the patterns of language they draw on and the way they are affected by
context, time, space, and speaker relationships, let’s consider the following



Speech: features, grammar, and pronunciation 81

series of texts. They are all concerned with the sport of basketball (adapted
from Burns, Joyce & Gollin 1996: 50-51). In the first text, two fans are
discussing the game as they actually watch it:

Text 1

A: Oh, man, what a play!

B: He can really get it on from downtown —
A:  GQo, go, go!

In this text, the speakers express their evaluations of the game and the
players. They have no need to make direct reference to the context, as their
utterances are produced in relation to the immediate action of the game.
Therefore, only a few of the lexical items used (i.e., nouns, verbs, adjec-
tives, adverbs) have to do with expressing content (e.g., man, downtown).
This is because the speakers can assume understanding from their refer-
ences outwards (anaphoric reference) into the context of the action (What
a play! he, get it on from downtown, go). Their language is interpersonally
tuned to their relationships with each other. They use colloquial, informal
language appropriate to, and understood by, the group they identify with;
that is, basketball fans (get it on from downtown), but which is unlikely to
be understood by people not familiar with the game. Just overhearing these
speakers would not necessarily lead to comprehensibility, as the language is
vague and highly embedded in the actual happenings. Also, there are no spe-
cific references to what kind of activity is really taking place. In the second
text, the game is being reported on the TV news. The broadcaster is com-
menting on the footage:

Text 2

And we pick up the game in the third quarter...so, score is 1310,
the Jets...and Ellis is being guarded by Davis...and Johns is trying
to get a piece of it...but so far we haven’t seen any pressure by the
Bombers ... and there we go pass from Johns to Ellis . . . oh, and he nails
the three!

In this text, the speaker constructs speech directed at an inclusive and
generalized audience of basketball fans. He expresses solidarity with his
audience by using the inclusive pronoun form we. He does not have to rely
on feedback or reactions from another speaker, but inselecting language for
the commentary, he uses his knowledge about how his listeners are likely
to be engaged by what he says. Even though this is a recording, he selects
language that describes the game as if it were actually happening in real
time, and, as a result, draws on the present tense to describe the action. He
uses more content words than in the first text (e.g., game, quarter, guarded,
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pressure), and specific actors are named (Jets, Ellis, Davis, Bombers, Johns),
but the language is still relatively informal. Even thought the audience can
see the context of the match, he explains aspects of the physical context,
highlights the action of specific players (e.g., We pick up the game in the third
quarter, Ellis is being guarded by Davis), and names events as they happen
for the audience (There we go pass from Johns to Ellis). The commentator’s
focus is on describing, commenting on, and evaluating the action (So far
we haven 't seen any pressure by the Bombers).

For the third example, we turn to an example that sits in the “blurred”
area of the continuum in Figure 4.1. Here is a series of texts sent by one of
the fans from the first text as SMS messages to a friend unable to attend the
match:

Text 3

Smithy did this mad slam dunk.

Just left the ground man, like he was flying.
Ellis did this three-pointer from half way.

Here the language focuses on specific aspects of the action selected by
the message sender. The writer uses past tense as he recounts action that
has just happened. He selects content words (ground, flying, half way) and
names the actors (Johns, Ellis), as he needs to recreate the context for
his absent reader. Although the text is written, it could equally be spoken.
It is colloquial and informal, as appropriate to the relationship with the
reader. Because of their group membership and solidarity as baseball fans,
the writer can use technical terms related to the game (slam dunk, three-
pointer), knowing the reader shares his knowledge. In text four, below, part
of a magazine article about basketball, the writer is again recreating the
action for his reader, but here the language differs again:

Text 4

When you look into the eyes of guard Bill Elliott, you see a lot of things.
Fear, however, isn’tone of them. Ellis’s no-fear style came ofage in Game
3 of the finals. With 12 seconds left, Ellis calmly accepted a pass from
Johns and casually sank a three-pointer to put the team ahead 89-88.

Here, the writer reconstructs the action distant in time and space from its
immediate context. The writer must attract the reader’s attention away from
competing articles in the magazine; he does this first by “personalizing”
a possible reader relationship with the player (When you look into the
eyes . .. ) and presenting the key player as a “basketball hero” who is worth
reading about (Fear isn’t one of them; Ellis’s no-fear style). Because the
language selected has to do the work of reconstructing the action for readers
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who may not have been present at the match or seen the TV footage, the
author must increase the number of content words so that context (Game 3
of the finals, 12 seconds left) and action (calmly accepted a pass, casually
sank a three-pointer) can be spelled out explicitly. The writer makes the
assumption that these technical terms, used to describe the goal scoring,
will be understood by his “in-the-know” audience of fans. The language
used falls into the written, and not spoken, mode. Even if this text were
used in a news broadcast, it would clearly have been pre-scripted.

The final text comes from an official guide published by the National
Basketball Association (Vancil 1994).

Text 5

The record books are full of names and numbers; superstars and stats.
Individuals win scoring titles and block all shots. They pass out assists
and lead the league in steals. But all of them operate within the context of
ateam. The greatest of these teams manage to combine diverse individual
talents into a singular battle plan. We can see this in the work of Ellis,
Smithy, and Johns, who work together, combining their individual skills
to lead their team to victory.

In this text, even though specific players are named, they are referred to in
order to generalize about, and exemplify features of, the game of basket-
ball. The text is at a much greater level of abstraction and distance from the
context of a specific match than the previous ones; this effect is created by a
much higher level of content words (record books, names, numbers, super-
stars, stats — in just the first sentence). The references are to generalized
aspects of basketball, with technical terms about the game (scoring titles,
block, assists, steals) permeating the text, since it is written for a specialist
and authoritative volume. Thus, “prestige,” formal lexis (operate, manage,
combine, individual talents, victory) is used in preference to the informal
language of the spoken texts.

We can see from these brief descriptions how language is shifted by users
along the “abstraction continuum,” as it moves in distance (i.e., time and
space) away from “happenings” in the world. Language teachers may come
across learners who have not grasped the implications of these differences.
Their spoken language comes across as too formal; they “speak like a
book.” Similarly, learner writing for academic purposes may be lacking in
depth and sophistication because the learners “write as they speak.” They
may have been advised to write down what they would say. To help these
learners, it is valuable for teachers to be able to explain that “[w]riting and
speaking are not just alternative ways of doing the same things: rather, they
are ways of doing different things” (Halliday 1989: vii).



84 Spoken discourse

Lexical density and grammatical intricacy

A common assumption about speech is that it is less organized, systematic,
or structured than writing. Because of its apparent “formlessness,” it has
tended to be seen as less open to description than written language. This
1s why, as the McCarthy and Carter quote suggested earlier, grammars of
written language have usually taken precedence as the basis for language
teaching, even where spoken language teaching is concerned. Halliday
argues that both modes of communication are structured and organized, but
in different ways. Speech is not formless, but, by its very nature, is “low
in content” (1985: 77). In the five text descriptions above, we noted how
content words increased as the language becomes more abstract. Written
language is high in lexical density; that is, the number of content words
compared with function words in a clause, which is the basic grammatical
unit of meaning:

Content words are words that carry a high information load, such as nouns,
adjectives, and lexical verbs. Function words are those that serve mainly a gram-
matical purpose, such as articles, auxiliary verbs. . . of all registers, both spoken
and written, conversation has, by far, the lowest lexical density. (Thornbury &
Slade 2006: 44.)

We can see these differences more clearly if we compare the content words
in two single clauses from the first and last texts above.

He can really get it on from downtown . .. (lexical density 3).

The greatest of these teams manage to combine diverse individual talents
into a singular battle plan (lexical density 10).

In the second clause, the lexical density is much higher, reflecting the close
“packaging” of information to carry the relevant content.

Try it

Go back to the two texts you collected for the previous task. How do they compare
in the way they shift across the spoken to written continuum? Underline the content
words in some of the clauses from each text, and compare the lexical density.

Compared with writing, speech also displays less lexical variety, or fewer
different words in a text (Ure 1971). Same-word repetition is common in
spoken language giving a low type—token ratio (or low number of different
words compared with “repeated words”).
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While written language is complex in terms of lexical density, spoken
language displays a different kind of complexity — grammatical intricacy.
Speech is intricate in the sense that clauses are generally woven together,
often by conjunctions that link one clause to another. The second text of the
five above shows how the seven clauses spoken by the commentator are all
linked, or conjoined, by common conjunctions (and, so, but) that are used
to create the grammatical intricacy of the talk:

And we pick up the game in the third quarter...so, score is 13-10,
the Jets ... and Ellis is being guarded by Davis...and Johns is trying
to get a piece of it...but so far we haven’t seen any pressure by the
Bombers . .. and there we go pass from Johns to Ellis . . . oh, and he nails
the three!

In contrast, the written text in the fourth example uses sentences and
punctuation to separate clauses. Rather than being conjoined, clauses tend
to be embedded, or subordinated, as in:

When you look into the eyes of guard Bill Elliott (subordinate clause of
time), you see a lot of things (main clause).

Halliday (1989: 91) explains that apart from lexical density and vari-
ety, grammatical metaphor is also a characteristic of written language. By
grammatical metaphor, he means that in the changes of vocabulary and
grammar that take place from speech to writing, human experience is rep-
resented rather differently. He states that, “The spoken form appears to be
nearer the bone” (1989: 94). To be more specific, speech is typically con-
gruent; in other words, it draws more on verbs to represent actions (e.g.,
complete), experiences (e.g., enjoy) and states of being (e.g., are) or mind
(e.g, believe). In contrast, writing is typically incongruent; verbs become
transposed into nouns (e.g., completion. enjoyment, existence, belief) as
writing moves across the continuum towards greater abstraction. Keeping
to the baseball theme, we can see how this process works in this example:

Spoken version:
Ellis scored the three-pointer and the fans cheered wildly.

Written version:
Wild cheering followed Ellis’s scoring of the three-pointer.

Speech describes things that are going on in the world as they happen
(scored, cheered) and so relies on words to do with action processes (verbs);
writing gives language a “sort of metaphorical quality” (Halliday 1989:
94) by using a process of nominalization, or turning verbs into nouns.
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These features enable written language, in particular, to be removed from
immediate experiences and to report in a more abstract way, from a greater
distance in time and place.

Having looked more closely at the linguistic features of speech and
writing, it is now possible to summarize some noticeable differences that
fypify each mode of communication.

Spoken language

Written language

Lower number of content words / higher
number of function words.

Higher number of content words / lower
number of function words.

Clauses linked by conjunctions (and, but,
so, etc.).

Clauses linked by subordination
(who, which, when, etc.).

High use of personal pronouns (I, you, we,
etc.).

Low use of personal pronouns.

Inexplicit references to the surrounding
context (over there, it, etc.).

Explicit references within the context
(in the corner, the desk, etc.).

Relationship aspects emphasized
(interpersonal foregrounded).

Content aspects emphasized (information
foregrounded).

Relies more on verbs to carry meaning.

Relies more on nouns to carry meaning.

So far, we have looked at broader “macro” features and characteristics
of spoken and written language. In the next section, we look at some of the
“micro” features of grammar that occur in natural speech.

Grammatical features of spoken language

Over the last two decades, considerable advances have been made in inden-
tifying various distinctive grammatical features of spoken language (see
for examples, Biber et al.1997; Carter & McCarthy 2006). Here we look at
several of these features.

As already mentioned, speakers must produce their utterances under
pressure of real time and cognitive processing demands. Speech produc-
tion can, therefore, be described as dynamic and spontaneous. Biber et al.
(1996: 1067) refer to three vital construction principles of “online” speech
production that influence spoken grammar:

* “Keep talking” (speakers must avoid communication breakdown). This
principle leads to speakers producing hesitations, backtracks, or having
to give up a turn.
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» “Limited planning time ahead” (speakers have limited working memory).
This principle means that speakers must be as concise as possible and
avoid over-elaborating the structure of their utterances, especially at the
beginning and middle points.

e “Qualification of what has been said” (speakers may need to add or “tag
on” to previous utterances). This principle is a consequence of the first
two and enables messages to be elaborated or modified.

These fundamental principles of speech production have an impact on how
spoken language is realized as continuing discourse. In this section, we look
briefly at some of the major effects.

THE “ADD-ON” STRATEGY: GRAMMATICAL COMPLEXITY

“Add-on” is the term used by Biber et al. (1999: 1068) to describe how
speakers build up utterances semantically in order to maintain speech
fluency. In spontaneous talk, speakers maintain their turns by adding on
“clause-like” structures; that is, using coordinating clauses (such as those
joined by and or but) and embedded clauses (such as those beginning with
because). Clauses are identified as units that can be analyzed as subject +
verb, or subject + verb + object. The text below comes from a discussion
among colleagues about a book they have all just read. For the sake of
simplicity, the structures the speaker uses are shown by dividing them into
basic clause-like chunks:

When [ read it for the first time /I found it quite an interesting way of approaching
the whole argument / but reading it for the second time / | felt slightly uneasy /
because she never really defined the reasons / why the changes were introduced /
[ mean / she doesn’t really go into any depth / and feel that that the idea of a
gift is great / and [ accept that totally / but it was never used as such previously /
because it was kept very much as . . . (interruption by another speaker). (Authors’
data.)

This is a relatively long utterance, where clauses follow each other rapidly
in sequence. The speaker is able to maintain the turn by adopting the strategy
of piling clauses one on top of the other and by using simple conjunctions
(but, and) and by embedding clauses (because she never really defined the
reasons, why the changes were introduced). Compare the way in which the
clauses are woven together in the example of talk above and the following
written sentence:

This well-known author adopts, in her usual engaging style, an interesting way
of approaching the whole argument through the idea of presenting the concept
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of the social and cultural gift, and the application of this concept to a particular
societal group.

In contrast to the spoken extract above, there is only one clause in this
example and the complexity lies at the level of phrase groups (e.g., in her
usual engaging style). Biber, et al. point out that not all units in speech
contain whole clauses (which are defined as “a structure consisting of an
independent clause with any dependent clauses embedded within it” (1999:
1070). Speech s also characterized by segments that are not part of clauses.

In the next section, we discuss the idea of clausal and non-clausal units
further.

Try it

If possible, make a recording of a discussion on a teaching topic (e.g., your favorite
classroom activity) among your colleagues. You should ask their permission first.
Then transcribe a short extract where one speaker takes quite a long or sustained
turn. Analyze the sample to see how grammatical complexity is built up over several
clauses. Mark off the clauses, and look for the conjunctions used to link them.

CLAUSAL AND NON-CLAUSAL UNITS: CLAUSES AND PHRASES

As mentioned, typically speech is interactive, unlike in extended written
language where complete clause constructions within sentences can be
expected. Speakers, unlike writers, rely instead on complex and fluid gram-
matical constructions, where clauses are piled on top of each other to keep
the speaker’s turn going, as we saw in the section above.

It 1s also difficult to conceive of “sentences” in spoken language, as
this way of looking at language reflects the “product-oriented” perspective
of written text. Instead, a speaker’s “utterance” fits more comfortably as a
term to describe the process of unfolding speech. McCarthy (1998:79-80)
observes that:

Anyone who has looked at large amounts of informal spoken data, for example,
cannot fail to be struck by the absence of well-formed “sentences” with main and
subordinate clauses. Instead, we often find turns that are just phrases, incomplete
clauses, clauses that look like subordinate clauses, but which seem not to be
attached to any main clause, etc.

In the previous section, we discussed the concept of clause (that is, a unit
which consists of subject + verb, or subject + verb + object) and showed
how these were built up in speech. In the following short exchange, we can
see the use of utterances that are phrases (that is, segments which do not
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have the full structure of a clause). Pippa (P) and Vic (V) are talking about
the Festival of Sydney, which is an annual event in Australia in January.

Well, I saw in The Herald there . ..

Did you?

Mm . . . today’s the Festival of Sydney ... the big eighty-page cover . . .
Oh yeah, I didn't...saw something in the Tele I think ... about the
plays that are on.. . .

Yes, worth getting because it covers everything . . . and a lot is fiee.
Oh, yes, OK.

Because I just love Sydney at that time.

You going?

When 1 get round to booking . ..

< 2T s
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(Authors’ data.)

The features of speech that McCarthy describes are all illustrated in this
interaction. The speakers use some clauses, but there are also segments of
speech (in italics) that cannot be categorized as clauses. There are phrases,
such as the big eighty-page cover, as well as incomplete clauses, like / saw
in the Herald there and Oh yeah, I didn't. Pippa produces because [ just
love Sydney at that time, which seems like a subordinate clause, but does
not refer back to any main clause. At one point, Vic uses a series of rather
fragmented utterances, including the subordinate clause the plays that are
on. The speakers are thinking on their feet and building up utterances
sequentially, as they process what they want to say interactively.

Biber et al. (1997) note that utterances that are not full clauses are of two
types: inserts such as responses (04 yeah), discourse markers (well), and
backchannels (mm); and fragments or phrases that are not linked grammat-
ically to other structures (the big eighty- page cover).

Second language learners are often encouraged to “answer in complete
sentences” or are corrected when they fail to practice “the full structure”
for a new grammatical concept. While teachers often have good reasons for
wanting to check that learners have internalized grammatical knowledge, it
can also be useful to raise learners awareness that natural speech is charac-
terized by incomplete and fragmented grammatical structures. Otherwise,
learners may become inhibited when using English outside the classroom
or may run the risk of sounding overly formal and stilted.

ELLIPSIS

The “situated” nature of speech means that speakers employ ellipsis; that
is, words, phrases, and even whole clauses that are left out because their
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meaning is redundant in the immediate linguistic or situational context.
Speakers must make judgements about what their interlocutors (speech
partners) will be able to retrieve from the context, and what is mutually
intelligible because of shared situational knowledge.

[f we return to Pippa and Vic’s interaction in the last section, we can see
several examples of ellipsis. We have inserted the information (in brackets)
that the speakers have left out of the conversation, but without affecting the
meaning.

p:  Well, [ saw in The Herald there. ..

v: Did you [see in The Herald]?

P: Mm...today’s the Festival of Sydney . .. the big eighty page cover. ..

v: Oh yeah, I didn’t [see it in The Herald]. .. [I] saw something in the
Tele [Telegraph] I think. .. about the plays that are on [in the Sydney
Festival] . ..

P:  Yes, [it’s] worth getting because it covers everything . . . and a lot [of it]
is free

v: Oh, yes, OK.

P: Because I just love Sydney at that time.

v: [Are] you going?

P: [I’m going to the Sydney Festival] if I get round to booking . . .

(From the Telegraph, a Sunday newspaper: Authors’ data.)

Even though the elements in brackets have been omitted, the speakers
negotiate the interaction perfectly well. Items that are left out consist not
only of single words (7, when it is obvious Vic is referring to himself),
phrases (e.g., in the Sydney Festival, when it would sound pedantic to
mention it again since it is the topic of conversation), but also whole clauses
(I’'m going to the Sydney Festival). Ellipsis has been shown to be common in
subjects (1, they, she) and in auxiliary verbs (are, were, did) (Thornbury &
Slade 20006).

[t can be very valuable to discuss the concept of ellipsis with language
learners and to raise awareness of the kinds of contexts and structures where
it occurs. McCarthy (1998) notes that examples of ellipsis barely occur in
some popular pedagogical grammars (but see Swan 1995), and thatresearch
studies (e.g., Scarcella & Brunak 1981) have shown an absence of these
types of ellipsis in non-native speaker interactions.

DEIXIS

Deixis (from the Greek, finger) refers to elements that are used to point out
outwards into the linguistic and situational context. It is used, particularly,
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in casual informal conversation where speakers are familiar with each other.
In this next extract, two children, Cathy and Doug, are at home doing an
activity with their mother. The deictic items are highlighted in italics.

Give me that now .. .1 want ir.

It’s my turn.. . you get it after me, Mum said, Mum.. . .

What'’s that . . . what you using there, Cathy?

Mum, tell her .. .1 getit first, don’t /7

But want that . . .

Here, Cathy, use this instead . . . you get a turn later. .. we're just get-
ting things ready now.

22859 n

(Authors’ data.)

The interaction is full of expressions that respond to the personal, spatial,
and temporal “here and now” nature of the talk: personal pronouns (e.g., /,
you, we), adverbs (e.g., now, later, there, here), and demonstratives (e.g., it,
this, that). It is also noticeable that very little lexis, or content words, are
used (e.g., want, turn, Mum, Cathy), and several of these are repeated. Ure
(1971) described speech such as this as language-in-action. Unless someone
was actually present as the action took place, it would be impossible to know
that the family’s activity involved cooking.

The choice of grammatical elements in the interaction also says some-
thing about the relationships between the speakers; the children are siblings
between whom there is clearly a feeling of rivalry, reflected in the use
of very direct and unsoftened imperative verbs (give, fell) and declarative
statements (7 want it, I get it). There is also an instance of vague language
(things), which is a widely used interpersonal feature of speech. Although
vague language expressions (stuff, thingamajig, this and that, whatever) are
sometimes viewed as evidence of woolly thinking, they actually serve to
“hedge a speaker’s bets” by avoiding his or her commitment to a proposition
or making the speaker appear to be too pedantic (Channell 1994; Thornbury
& Slade 20006).

HEAD AND TAILS

Heads and tails fall into the third of Biber et al.’s principles: qualification
or elaboration of what has been said by tagging on phrases at the beginning
or end of utterances. Because spoken language is complex, speakers often
adopt the strategy of orienting their listeners to the main part of their mes-
sage. Both heads and tails perform this function. We will look first at heads.

Heads are nouns or noun phrases that speakers put before the main mes-
sage, They establish “a shared frame of reference for what is important in a
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conversational exchange” (Carter & McCarthy 1997: 16), as the following
examples illustrate:

And that hotel in Singapore, it was really central . . .

Ugh. .. marking, I really hate it.

Nice day today, was it?

That guy, Ross, he’s always messing around with motorbikes.

In the last example we can see that, in spoken language, heads can result
in “ungrammatical” structures like clauses with more than one subject (that
guy, Ross, he). The kinds of constructions in the examples above would
look very odd in written language, but are a common feature of speech.

Tails are expressions that are used to reinforce, extend, elaborate, or
clarify the main message. Like heads, they fill a slot, but this time at the
end a clause. One type of widely used tail in speech is the “question tag,”
consisting of auxiliary verbs and pronouns:

You don’t like him much, do you?
We’ve just put the kids to bed, haven 't we?
That shouldn’t be any problem, should it?

Notice that the tag may reverse either the negative auxiliary verb in
the main clause (don 't becomes do) or a positive auxiliary (have becomes
haven t), or it may reverse the positive auxiliary verb (do becomes dont) or
a negative auxiliary (haven'’t becomes have). However, reversal in the tag
does not always take place, especially in British English, as we see here:

He’s from the UK ... she’s from the U.S., she is.

Unlike the first type, tags of the type in the last example serve to establish
common understanding between speakers; generally no reply is expected
(Carter & McCarthy 1997). Apart from question tags, tails may consist of
single words or noun phrases that serve different interpersonal or evaluative
functions (Thornbury & Slade 2006), as in the following examples:

That’s not a good day for me, Sunday. (Identification: specific.)
Want a drink, or something? (Identification: vague.)

So that was how it ended, awfu/. (Evaluation.)

You’re a good customer, you are. (Reinforcement.)

Someone’s living there already, yes? (Question.)

He’ll look for another job soon, I bet. (Comment.)

How are you, Christine? (Vocative.)

Tails play an important role in creating interpersonal relationships
between speakers. They are common features of spoken grammar where
speakers display their solidarity and express their attitudes and evaluations.
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Lexical repetition

Repetition and “relexicalization” of vocabulary (McCarthy 1998) are other
distinctive features of speech. To make spoken exchanges hang together,
speakers often repeat key content words related to the topic they are talking
about. In the following example, Brian (B), Gillian (G), Fiona (F), and Tony
(T) are in a regular Monday morning team meeting where they have been
discussing what kind of publications they need to advertise the services
their organization offers.

So, OK, a newsletter’s priority and the glossy folder—

Well, information pack . . .

Well, some sort of information.

Information, yeah.

Getting our information. . .

Information, and the glossy, | think that’s quite, that’s quite adequate.
I'd like to get our own. ..

A glossy would be good for us, too.

4w nmonoTo

(Authors’ data.)

The repetition of the two key words, glossy and information, leave us in
no doubt what the topic is about — they capture the essential topic of the
conversation. We can also see an example of ellipsis in this text: after the
first mentions of glossy folder and information pack, the speakers leave out
the words folder and pack as they can assume their listeners understand.
Repetition works also to bind the text together at the discourse level (see
Chapter 3). At the same time, it reinforces the interpersonal relationships
between the speakers, as repetition of key words suggests solidarity and
agreement with each other’s ideas.

Similarly, relexicalization has to do with lexical repetition, but, this time,
it occurs when a speaker uses a paraphrase or synonym, rather than repeating
the same word. In this example, a visitor to Australia, Sarah (S), is talking
to her boyfriend’s mother (M) about a trip they are planning:

s:  Well, actually, I think we’ll be going at the end of March.
M: Yes it’s beautiful then.
s: I heard it’s really spectacular.

Awareness of lexical repetition, or relexicalization, in spoken text can be
very helpful for teachers and learners. Because repetition focuses on key
words, teachers can pre-teach important content words from the text that
carry meaning related to the main topic. They can also work on vocabulary
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extension with learners by identifying relexicalized items, getting learners
to recognize them or to suggest others that could be used.

Formulaic expressions

Another way speakers facilitate spoken language production is by using
formulaic expressions. These are set expressions, idioms, or colloquialisms
that are used over and over again in familiar contexts. They are frequently
found at the beginnings or endings of interactions, for example:

Good morning, Dr Wong’s surgery. Ros speaking.
OK, see you soon. Bye.

Formulaic expressions are made up of words that are prefabricated lex-
ical “chunks” (Pawley & Syder 1983) that over time have become widely
accepted ways of saying things. Common formulaic expressions are:

You’ll never guess who I just bumped into.
Don’t mention it.

That’s it in a nutshell.

Hi, how’s it going?

Could I have a word with you?

Can [ help you?

See you later.

Pauley and Syder note that formulaic expressions are common in speech
because they serve to alleviate the pressure to produce oral language in real
time. Using these expressions means that speakers can rely on well-worn
and fixed utterances to ease the path in routine situations and to smooth
social relations.

Try it

Select a social situation you are familiar with (e.g., a school teachers’ room). Listen
carefully for about five minutes and note down any formulaic expressions you hear.
If you are not in an English-speaking environment, notice how formulaic expressions
are used in the language spoken.

Speech: Intonation and sound

Pronunciation, the term used to capture the idea of how sounds are used
in communication, plays a very important role in getting meaning across.
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Pronunciation, however, is not the whole story in spoken interaction, as
speaking is a physical act also involving eye movement, facial expressions,
and gesture. However, in this section, we focus on the major features of
pronunciation that contribute to the message exchange in the context in
which the speech is produced.

Certain elements of pronunciation occur at the macro-level and extend
over entire spoken interactions. These are referred to as suprasegmental (or
prosodic) features (e.g., intonation). Other elements, known as segmental
(or phonological) features, occur at the micro-level and involve the produc-
tion of individual sound segments (e.g., vowel / consonant sounds). Here,
we focus mainly on features at the suprasegmental level because recent
research (e.g, McCarthy 1998) has revealed how significant intonation, in
particular, is in carrying meaning. We follow Brazil’s (1997) notion of a
discourse approach to intonation, which describes intonation as it is used
in continuous interaction:

Intonation choices carry information about the structure of interaction, the
relationship between, and the discourse function of, individual utterances, the
interactional “give-ness” and “newness” of information, and the state of conver-
gence and divergence of the participants (Brazil, Coulthard, & Johns 1980: 11).

Central concepts in Brazil’s model of intonation are listener-speaker
interaction, shared and unshared knowledge, and conversational control
(Brazil 1997). A key principle for Brazil is that of “common ground,” or
“what knowledge speakers [think they] share about the world, [and] about
each other’s experiences, attitudes, and emotions” (Brazil, Coulthard &
Johns 1980: 15). In the sections that follow, we discuss, briefly, four key
intonation sub-systems that are central in Brazil’s model: tone units, tone,
prominence, and key and termination, In order to explain these concepts,
we use examples primarily from the text samples in this chapter.

Tone units

Tone units (also known as chunking) refer to blocks or chunks of sound
in continuous speech. Speakers use their voices to chunk information into
tone or sense groups, which reveal how the message should be “packaged”
from the speaker’s point of view. These packaged chunks offer listeners
important signposts about how they should process what they hear (Burns
& Seidlhofer 2010).

Tone units use pitch movements and contain “either one or two syllables
that a hearer can recognize as being, in some sense, more emphatic than the
others” (Brazil 1997: 7). Pitch movements are where speakers’ voices go up
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and down and may include pauses. More emphatic syllables are known as
“prominent” syllables, and we will look at this concept more closely in the
next section. In this example, we can see how a long utterance is chunked
by the speaker:

When I read it for the first time // I found it quite an interesting way //
of approaching the whole argument // but reading it for the second time
/' 1 felt slightly uneasy // because she never really defined // the reasons
why the changes were introduced // I mean // she doesn’t really go into
any depth // and feel that the idea of a gift is great // and I accept that
totally // but it was never used as such previously // because it was kept
very much as. .. // (interruption by another speaker).

There can be more than one way of chunking utterances in some
instances. For example, some speakers might chunk:

I found it quite an interesting way // of approaching the whole argument
... as two tone units. Others might chunk it as three units:
[ found it / quite an interesting way // of approaching the whole argument.

Thus, tone units relate to the patterning of sound across stretches of language
that speakers use to signal their meaning.

Prominence

Within tone units, speakers give emphasis to certain syllables in the words.
Typically, emphasis is placed on content words. To give words more salience
and to signal their importance for creating meaning, speakers mark them
out by making them louder and extending the length of vowels. In Brazil’s
model, prominent syllables are highlighted by using capitals:

// Well, I SAW in the HERald there //
// That’s it in a NUTshell //

In the examples above, the pitch movements lead to emphasis being
placed on saw, Herald, and nut. The intonation, or “speech melody,” used
in these utterances selects certain words from a range of possible choices.
The syllable that is given greatest prominence in any utterance is called the
tonic syllable. In the first utterance above, where two syllables are given
prominence, the first, saw, is the onset syllable and the last, her, is the tonic.
In the second utterance, there is only one prominent syllable, nut, which is
therefore the tonic. Placing emphasis on the syllable that carries meaning is
clearly an important skill. Teachers may need to work with learners to help
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them understand prominence and, therefore, how they can give salience to
the syllables that carry the message they want to get across.

Discuss it

How would a speaker’s meaning change by giving prominence to different syllables
in the utterances above? Discuss with a colleague the possible new meanings
created by the changes in prominence shown below:

// WELL // | saw in the Herald THERE //
// THAT's IT // in a nutshell //

Tone

Tone choices refer to the way in which the pitch of speakers’ voices rise
or fall within the tone unit. The five tone types found in natural discourse
in English are: fall (N), fall-rise (\7), rise (), rise—fall (/N), level ().
Brazil notes that the most common of these in naturalistic discourse are fall
(“proclaiming” tone) for new information (information not known to the
listener), and fall-rise (“referring” tone) for given information (information
the speaker already knows).

// Give me that NOW // N T WANT it // \~A

The level tone, which is commonly found in utterances such as train
announcements, (Halliday 1970) is not considered to add much to the
expression of meaning, as it is not part of “direct” discourse. Brazil notes
that it is a tone that is not listener-sensitive; in other words, it does not
respond to the relationship between speaker and listener. A level tone is
also found when speakers list points that have been previously raised.

// We’ve got BEEF // > TURkey // 2 SALmon // > CHICKen // - or
SALad // - sandwiches.

A rise tone 1s commonly used in questions and has implications for the
nature of the role relationships between speakers. Used exclusively, the rise
tone can imply an attempt to control or dominate the listener, or contest
what people say, and can come across as rude. Where the speakers have
equal rights as speakers, it is more usual to find a fall-rise tone. Let us
look again at the question tones used in the conversation between Pippa and
Vic:

p: // Well // 1 saw in The Herald there ... //
v: // Did you? // (\7)
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P:  Because I just love Sydney at that time.
v: // You going? // (\ )
p:  When I get round to booking. . .

Think about it

How would the meaning be changed if Vic voiced his questions in the following
way:

// Did you? // () // You going? // (1)

What would he be implying about the role relationship with Pippa, and his rights as
a speaker?

In some cultures, the use of these tones may differ from the way they
are used in codified native-speaker versions of English, such as British or
American. For example, Goh (2000) points out that the use of fall tone
for given, rather than new, information and rise tone for questions where
the speaker already knows the answer is common in Singaporean English.
In contrast, in British English, fall tone implies new information and rise
tone in questions implies the speaker does not know the answer. Thus,
teachers may need to sensitize learners to how the patterns of tones they use
might impede interactions, give wrong impressions, or even cause offense
in intercultural situations.

Key and termination

Key and termination are aspects of pronunciation concerned with pitch
level. They have to do with the way speakers manage a topic by contrasting
the stress in their utterances. According to Brazil (1997), at the onset of
a tone unit, speakers select their pitch from a three level system — high,
mid, and low. Prominent tones in the tone unit (known as keys) can thus
be made more dramatic, emphatic, neutral, and so on. High key gives
contrastive value (expressing difference from what was already said); mid
key, additive value (adding on to the information); and low key, equal value
(giving information that is to be expected). Pitch also affects the way the
utterance is terminated, with the speaker again selecting high, mid, or low
pitch on the prominent (tonic) syllable. Speakers use termination pitch to
constrain a next speaker’s response, to give up a turn, or to begin a new
topic. Looking again at the basketball commentary, we can see how pitch
is used “to indicate relationships between the tone units in terms of the
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informational value speakers attribute to them” (Burns & Seidlhofer 2010:
205).

/I Andwe pick up the game in the THIRD quarter //. . . so, score is 13—
10 (THIRteen—ten) the JETS //...and Ellis is being guarded by Davis
//...and Johns IS trying to get a piece of it. . ..

By using high key on rhirteen, the commentator is contrasting the re-
introduction of his commentary (maybe after a commercial break) with the
previous quarter. He then jumps to high pitch to dramatize or emphasize
the fact that the Jers (who may in the past have been a low-scoring team)
have scored surprisingly highly against the Bombers. The high pitch on
is also carries contrastive meaning. It suggests that, unexpectedly, Johns
may not have made much attempt to get into the action earlier in the game,
but is now doing so. Sensitizing learners to how pitch works to signal the
importance of information in various places in the message can greatly
enhance intelligibility.

Stress

In general, content words (e.g., verbs, nouns, adjectives, adverbs) are where
prominence in utterances is placed. Other words (function words, including
pronouns, prepositions, articles, and so on) serve to bind the grammatical
structure of utterances and are not usually stressed. Where they are stressed,
as in Johns 1S trying to get a piece of it. .. above, they are used for a
particular contrastive purpose.

This kind of prominence, or stress, however, still operates at the supraseg-
mental level, or at a higher level than the word. Stress at the word level is
also important in carrying meaning and contributing to the intelligibility
of a speaker’s utterance. Word-level stress is segmental, relating to promi-
nence that is placed on the syllable and on the phoneme (the smallest unit of
sound). Pronunciation of phonemes has to do with the way in which speak-
ers use their mouth, lips, and tongues to produce the sounds of a particular
language. Here we look only at the way word-level stress is employed.

In the prominent parts of the utterance, syllables within a word are
produced in different ways. In multi-syllable words, stress must be placed
on the appropriate syllable if meaning is to be clear. Consider the placement
of stress in the content words in the following utterance:

//'T found it quite an INTeresting way // of apprOACHing the whole
ARGument // but READing it for the SECond time // [ felt slightly
unEASY //
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Knowledge of syllable stress is often a challenge for language learners. For
example, Polli, originally from Bangladesh, who was studying in Australia,
had this to say about some of her difficulties:

My problem is I’'m not sure with some words how to say them. For
example, I’'m used to saying com/FORT/able, but I said it the other day
and the woman could not understand me. When my teacher asked the
class if something was correct or incorrect, T said CO/rrect, and she told
me that was not the right way to say it.

In this section, we have described briefly some of the key features of a
discourse model of intonation and stress, drawing on the work of Brazil. A
discourse model provides a description of the role played by intonation in
the contexts where speech is produced. It reveals how changes in discourse
intonation allow for the communicative intentions of the speaker to be made
clear (Goh 2000). Having an understanding of intonation and stress assists
teachers in diagnosing problems that impede learners’ intelligibility. In a
globalized world, where English is used as a lingua franca for intercultural
exchange, intelligibility is now a particularly important aspect of effective
communication among all speakers of English.

Summary

In this chapter, we have considered differences in the way spoken and
written language are produced, and some of the grammatical features that
characterize spoken language. Knowledge about spoken language grammar
has grown very rapidly since technological advances made it easier for
researchers to collect spoken samples and research, and analysis of speech
over the last two decades has become very extensive. Here we have been
able to touch briefly only on a limited number of the features of spoken
language and to make some initial suggestions about what can be done in
the classroom to focus attention on them.

Based on the discussion in this chapter, we can suggest some implications
for teaching speaking:

1. Introduce learners to key differences between spoken and written
language. It is quite likely that learners’ previous experiences of prac-
ticing speaking skills have been based on written grammar and dia-
logues that are “introspected” by textbook writers, as these features
are still common in many textbooks. Introducing learners to authentic
examples can sensitize them to the differences between speech and
writing.
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2. Introduce learners to the idea of the spoken-written continuum and
help them to see how language use shifts across this continuum. Begin
by asking them to express ideas on a topic in speech, and then help
them to construct how these ideas might be expressed in different
types of writing. This is particularly important for the development
of academic writing skills.

3. Sensitize learners to the fact that spoken language, especially in casual
social encounters, does not have to make use of a high level of gram-
matical, lexical, and structural (syntactical) competence. Thornbury
and Slade (2006) argue that pragmatic use, where learners produce
what they can to create meaning according to immediate needs, may
be more useful. They advocate a “core grammar” that includes some of
the features we have discussed in this chapter: conjunctions, deixis,
simple past and present verb tense forms, the ability to formulate
questions, and heads and tails fillers.

4. Assist learners to understand how intonation and syllable stress con-
tribute in significant ways to meaning. Provide examples of how
speakers use tone units and prominence to construct their messages,
and to create meaning. Preferably, use examples of natural speech, or
find recent materials that have good, recorded authentic interactions.
Also provide opportunities to compare L1 and L2 sound systems to
identify contrasts that may be particularly problematic. Encourage
learners to develop strategies for coping independently when con-
fronted with pronunciation problems, for example, using a pronunci-
ation dictionary, or soliciting repetition, paraphrasing, and feedback.

Group-learning tasks

1. This task asks you to think about context and the continuum between
spoken and written language. Work in groups of three. Discuss what
the context might be for each text. Then decide, approximately, where
the texts below would fit on the spoken to written continuum. What is
it about the language features in the texts that prompts your decisions?
Give reasons for your responses.

Text 1

Participants reported on the literature they had read in preparation for
the workshop, and various aspects of the literature were discussed in
relation to the major focus of the project. The group also spent time
defining the concept of scaffolding as it relates to the current project.
A working definition was developed to underpin the projects that will
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be conducted between November and March. The participants also
spent time developing a research topic that each person will undertake
until March. Methods for conducting the individual projects were
also clarified. Each participant has been asked to report on his or her
research at the workshop to be held on March 5.

Text 2

Diving is amazing, loving the warm weather! No problem 4 Dan to
stay, but will be in aber, then stirling 4 wrk, so won’t be there. can
give him keys. Talk soon. luv

Text 3
This is very kind of her. Let me know what you want to do, happy to
fit in.

Text 4

The state government this week announced that train commuters from
the AirportLink stations of Green Square and Mascot will have their
fares reduced from Monday, March 7. The cost of a weekly ticket will
be cut from $42 to $25.

Text S

A: Do you have medical expenses of $1,500 in the last financial
year?

c: Just for myself?

A:  Yes.

c: Now last year. I have had. .. [ don’tknow. I couldn’t answer that.
I'd have to sit down and calculate all the visits. Would that mean
all the visits to the doctor and all the .. . ?

A: Yes, all the out of pocket expenses.

c: OK. It’s possible, but I couldn’t tell you that right now. But I can
claim for that, can I?

2. The text below is a continuation of the conversation between Sarah
(S) and her boyfriend’s mother (M). S, who is from the U.S., is telling
M above a recent trip to the outback of Australia. Work with a partner
to find examples in the text of the following grammatical features:
1) non-clausal units, 2) ellipsis, 3) formulaic expressions. Note any
other features that are outlined in the section on spoken grammar in
this chapter.

s: Isaw signs with a kangaroo and a koala bear oniit. .. and, obvi-
ously, I'm not used to that. It was great...I went out and took
pictures.
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You didn’t see the real kangaroos or the real koalas?

We did.

Did you?

Yeah, up in the trees.

You were very lucky.

Yeah, that’s what I’ve been told. Yeah, that’s very exciting...]
still haven’t seen a kangaroo yet, but considering I've been around
Sydney, I don’t really expect to.

Yeah, well, I hope you enjoy your stay here.

Thank you.

Nice talking to you.

Thanks. You, too.

NxXxN XX

“# 22X

Grammatical feature Examples

1. Non-clausal units

2. Ellipsis

3. Formulaic expressions

3. Collect examples of your learners’ pronunciation problems. Look for
at least one example of each of the different features of discourse
intonation discussed above. In groups of four, discuss the examples
and develop some ideas for teaching activities that could be used to
assist your learners.

Further reading

Brazil, D. (1997) The Communicative Value of Intonation, Cambridge: Cambridge
University Press.

Carter, R. et al. (2008) Working with Texts: A Core Introduction to Language
Analysis, London: Routledge.

Carter, R. and McCarthy, M. (1997) Exploring Spoken English, Cambridge: Cam-
bridge University Press.

Thornbury, S. and Slade, D. (2006) Conversation: From Description to Pedagogy,
Cambridge: Cambridge University Press.



5 Spoken discourse and genres
of speaking

Apart from understanding typical differences between spoken and written language,
and the grammatical features that characterize speech, knowledge of how spoken
language is realized in context, and of what kind of linguistic features enable spoken
texts to hang together as they unfold, is also important in language teaching.

This chapter focuses on spoken texts as discourse, or, in other words, extended
stretches of text in context. It also considers the notion of genre, or text types, found
in speech and highlights some of the genres that have been identified by research
to be commonly used by speakers. This chapter will address three questions:

1. What features of discourse characterize language as it is used in a social
context?

2. What text types or genres are common in spoken interaction?

3. How can the notion of genre be applied in the classroom?

To answer the questions, we will discuss the following topics:

® Features of discourse.
¢ The concepts of genre and text type.
* Genres of speaking.

Daily life is filled with numerous types of discourse. Learners may need
English to engage with family members, work colleagues, classmates, lec-
turers and teachers, friends, business, public or health organizations, and
many other people in the general community. In order to carry out these
interactions effectively, it is useful for learners to have a sense of the nature
of the discourses they will be involved in. Discourse analysts study how
whole extended pieces of authentic language (written and spoken texts)
are patterned in particular ways that are sensitive to the contexts in which
they are produced. As already mentioned, approaches to teaching speaking
have tended to model themselves on written language and the structures of
individual, isolated sentences. In a discourse approach, teachers can raise
learners’ awareness about the patternings in authentic text that operate to
maintain extended interaction. In this chapter, we will look first at some of
the major features of spoken discourse. The second half of the chapter

104
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looks at the related concept of genre. The chapter, therefore, moves
from considering micro-features of speech to looking at macro-features
of speech.

Discourse features in speech

Ways of analyzing discourse have come from various sociological and
(socio)linguistic origins. Major contributions and approaches include con-
versation analysis (CA), speech act theory, pragmatics, interactional soci-
olinguistics, systemic functional linguistics, exchange analysis, and critical
discourse analysis. They each have their distinctive theoretical perspectives
and systems for analyzing discourse. Here, we look at various features of
discourse analysis drawn from these theories that are likely to be useful in
planning spoken-language instruction.

Adjacency pairs

The concept of adjacency pairs comes from the field of conversation analysis
(e.g., Sacks, Sacks, Schegloff & Jefferson 1974). Conversational analysts
note that exchanges between speakers are typically composed of two turns,
which make up the smallest units of conversation. They are adjacent to
each other and produced by different speakers. Examples of adjacency
pairs include question / answer; offer / accept; instruct / receipt; greeting /
greeting; request / grant. Types of responses that occur are preferred
responses (where the speaker responds positively to the first utterance)
or dis-preferred responses (where there is usually some kind of rejection).
Dis-preferred responses are typically accompanied by a justification or
explanation.

Question / answer:
A:  What'’s the time? A:  What’s the time?
B: Six-twenty. B: Dunno, haven’t got my watch on.

Olffer / accept:

A: D’you want to come over A: D’you want to come over to
to my place tonight? my place tonight?

B: Yeah, that would be nice. B: Can’t, got to work late.
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Try it

Listen for examples of other kinds of adjacency pairs (instruct / receipt; instruct /
reject; greeting / greeting; compliment / response; request / grant) in conversa-
tions you hear around you. Try to identify examples of preferred and dis-preferred
responses. If you do not easily have an opportunity to listen to English speakers,
identify how these adjacency pairs occur in a language you have access to. How
similar or different from English are the adjacency pairs?

Conversation analysts are interested in micro-features of talk and pose
questions such as:

*  Why does only one person speak at a time?
* How do speakers know when to take turns?
* How do speakers know when to initiate new topics?
* How do speakers know when it is appropriate to interrupt?
* How can one speaker complete another speaker’s utterance?
* How do interactants recognize when a speaker wants to close a conver-
sation?
(Thornbury & Slade 2006: 114.)

Such questions are very useful for the teaching of speaking, as teachers can
focus on these different features of speech and develop activities to help
learners manage them in interaction, perhaps providing examples they have
collected themselves. Teachers can also discuss with learners how these
interactional features in English might compare with other languages they
are familiar with. For example, how are dis-preferred responses handled in
their languages? In the next section, we look at two other micro-features of
discourse identified in the questions above.

Turn taking

Speakers use a variety of discourse strategies to manage turns in conversa-
tion. Despite hesitations, overlaps, or interruptions, talk flows remarkably
smoothly, and often for long periods of time, because speakers are adept at
reading signs about how turns are allocated. Essentially, speakers have two
choices in turn taking. They can self-select, using strategies such as asking
questions, introducing new information, or announcing a different topic;
or they can select others, using eye gaze, asking them questions, naming
them, or orienting their stance physically towards them.
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Self select:
A: Hey, guess who I just saw . .. Don.
B: Nol!

Select others.
cATHY: What do you think, Mum? Blue earrings or gold?
MUM:  Mm...gold, I think.

A key aspect of turn taking is that speakers have a finely tuned ability to
recognize points where a new speaker can take the next turn. The technical
term for these key change points is furn-constructional unit or TCU (Sacks
1974), which is the smallest unit of one turn of talk. Let us look again at
the examples above:

A: Hey, guess who I just saw (TCU). .. Don (TCU).
B: No! (TCU).

cAaTHY: What do you think, Mum? (TCU). Blue earrings or gold?
(TCU).
MUM:  Mm (TCU)... gold, I think (TCU).

Each of the TCUs in these examples is an opportunity for the other speaker
to come in and take a turn during the exchange. In the first example, B
could have interrupted A by asking, Who? before getting the reply, Don.
Similarly, in the second example, Mum could have used the opportunity
to speak after the first question from Cathy. In casual conversation, which
is highly interactional and interpersonal (motivated by personal relation-
ships), turns are dynamic and fluid, and speakers show high competition
for the opportunity to speak. In interactions that have mainly pragmatic or
transactional purposes (to achieve a goal), such as a doctor’s consultation or
a job interview, the question of who controls the turn taking is determined
more by the person who has the power (or is the more dominant) in the
interaction, such as the doctor or the interviewer, as can be seen in the
following short exchange:

DOCTOR: Morning, come in. . .

PATIENT: Morning, Doctor.

DOCTOR: MTr. Jones, isn’t it?

PATIENT:  Yes, that’s right, Brian Jones.

DOCTOR: Morning ... and take a seat. .. How’re you today?
PATIENT:  Well, not too good.

DOCTOR: So, what’s the problem?
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PATIENT: Well, I’ve had a sore throat for a while now.
DOCTOR: Right, so tell me more about how it started.
(Author’s data.)

In this interaction, it is the doctor who asks the questions and, therefore,
nominates the patient for a turn. The patient’s opportunities for competing
for a turn at a TCU are noticeably more limited.

In language classrooms, teachers can discuss the interactional strate-
gies that enable speakers to take on speaker turns, such as speaker roles
and rights to turns, and how these might differ from other languages
familiar to learners; how people get turns and keep them; and how over-
laps and interruptions are tolerated in various cultures, and in English.
Learners can practice recognizing discourse signals that show desire to
speak (e.g., discourse markers, like well, that indicate one wishes to enter
the conversation and non-verbal signals like eye gaze, posture, and body
position).

Topic and interaction management

Topic management is closely related to turn taking as speakers must nego-
tiate turns in order to manage a topic effectively, thereby achieving mutual
understanding and appropriate levels of explicitness for their listeners. In
daily interactions, speakers are constantly starting new topics, developing
the topic, and changing (or recycling) topics. The way speakers manage
topics will depend on factors like their interest in the topic, their knowl-
edge about it, and their sense of which topics are culturally appropriate
and acceptable to the speaker. Topic selection has also been shown to be
influenced by gender, class, age, and ethnicity (e.g., Eggins & Slade 1997;
Pichler & Eppler 2009).

Often a new topic is introduced by linking it to what has been said
previously (Well, I had a different experience, That reminds me of. . ., I tell
you what. . . ) or signaling what is to come (Guess who I just met?). Once
a new topic is established, speakers then have to manage the interaction
by using discourse strategies such as checking, clarifying, summarizing,
and adapting to meanings expressed by other speakers. We will use the
extract below, where a client (C) is completing an Australian tax return
form with the help of a professional accountant (A), to illustrate some of
these strategies.

A: Do you do work-related studies?
C: Yeah.
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And you pay for yourself?

You mean for like attending courses or something like that?

Yes.

Well, [ haven’t done that so far. .. but... I mean my workplace is quite
strict . . . They have quite a strict sort of policy on that because it’s partly
government funded.

Ah, yes.

So it must relate to the interests of the organization; otherwise, I can’t
claim any funding...so I’'m quite concerned about that ‘cause that
could involve being quite big expenses.

Yes. .. if work-related studies, they are tax deductible.

Right, OK.

Do you need to wear protective clothes in your work?

[ was going to ask about clothing. . . not protective clothing. . . no.
OK, all right.

So I can’t claim for normal clothing?

No.

What a pity (chuckles).

Q=2 9 =
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(Author’s data.)

Try it

[dentify examples of how the speakers in this interaction check understanding,
elaborate on the topic, clarify meaning, provide feedback, summarize the point
they are making, and provide evaluations on what they say to each other.

A, as the professional in this exchange, moves the conversation along by
asking C a series of questions, each of which introduces new “mini-topics”
related to the main topic of completing a tax return. A also uses turns for
elaboration so that more information can be obtained about the client (4nd
you pay for yourself?). There are points at which C clarifies what she thinks
is meant (You mean for like attending courses or something like that?) and
checks that she has understood (So I can’t claim for normal clothing?).
Feedback is provided by both speakers through confirming expressions
such as yeah, right, and OK. As the professional expert in the exchange,
A also summarizes a point about tax regulations (Yes. .. if work-related
studies, they are tax deductible), while C introduces an interpersonal note
into what is essentially a transactional or pragmatic interaction, by provid-
ing an evaluation or judgement of what the rules say (What a pity!) and
chuckling.
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Managing topics and interactions is something that learners usually
already know how to do well in their own languages. Teachers can help
raise their awareness of what they already know from their own experience
and help them to consider the strategies that would be useful in English.
Coursebooks containing speaking activities have not typically shown how
speakers check, clarify, summarize, elaborate, or give feedback in authentic
speaking situations. Developing activities that help learners to use interac-
tion management strategies, and having learners practice them both inside
and outside the classroom, where the opportunity exists, is a valuable way
of progressing their spoken language development.

Discourse strategies

Before concluding this section on discourse features, we will look at just
two types of discourse strategies that are important features for learners:
opening and closing interactions, and giving feedback during interactions.

OPENINGS AND CLOSINGS

Openings and closings have to do with the way speakers manage the initia-
tion and conclusion of interactions. In more formal situations, the opening
is usually initiated by the speaker who is more in control of the interaction,
as in the doctor’s consultation above:

DOCTOR: Morning, come in. ..

PATIENT: Morning, Doctor.

DOCTOR: MTr. Jones, isn’t it?

PATIENT:  Yes, that’s right, Brian Jones.

DOCTOR: Morning. .. and take a seat. .. How’re you today?

Here we can see a sequence of simple adjacency pairs operating together:
Morning, Morning (greeting—greeting); Mr Jones isn't it? Yes, that’s right,
Brian Jones (identification check—confirmation). In casual conversations,
however, openings and closings tend not to consist of simple adjacency
pairs, but extend over three-part exchanges or more:

rRoOss:  Hi, Lynne! How’re you?

LYNNE: Oh, hi, hi...fancy seeing you here.

PETER: Hello, Ross, how’re you doing? How’s things?
rROSS:  Hi, Peter. .. not bad, not bad.

Conversational closings are usually characterized by pre-closing turns
where the speaker signals that the conversation is winding down (7 can't
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talk much longer, In a rush, sorry; Well, Mr. Aziz, I think that’s all we need
to ask you for the moment). In the following example, Ross signals that the
interaction is about to end, and it then takes several turns before the three
speakers conclude their interaction:

ROss:  Better go. .. got to meet Mary soon.
LYNNE: OK, say hi to her from us.

PETER: See you later.

ROss:  Yeah, see you later. Bye.

LYNNE: Bye, Ross.

PETER: Bye...Dbye.

Try it

Listen for the way people begin and end interactions. What differences do you
notice between formal exchanges and informal exchanges? If possible, note down
or record some examples of how speakers begin and end (you will need to get
people’s permission before recording them).

Language learners often have difficulty knowing how to open and close
interactions. In general, expressions used during openings and closings in
extended interaction are formulaic, like See you later in the example above
(see Chapter 4). However, they are also culturally specific and in some
languages highly formulized according to age, social status, and kinship.
Teachers can help learners with these aspects of speech by comparing and
contrasting English and their learners’ own languages, and by introducing
them to the kind of formulaic expressions commonly used. Teachers can
also show which types of expressions are appropriate to use, according to
the relationships that exist between the speakers.

FEEDBACK

Listener feedback, or backchanneling, is pervasive in dialogic speech.
Backchannels serve an important function, as they show that the listener is
following what is said and expressing his or her agreement, disagreement,
uncertainty, or interest. Speakers rely on backchannels to know whether
their listeners are following their message and paying attention to what is
being said. Without appropriate backchannels, breakdown in communica-
tion can quickly occur. In the following interaction, where four colleagues
are discussing their experiences in a distance-learning master’s program,
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notice how interaction is made smooth, cohesive, and cooperative through
the speakers’ and listeners’ use of backchannels.

A: I was working in Turkey at the time...I was lucky to have one of
my colleagues doing the same program, started at the same time as
me, so we used to get together regularly . . . er, sometimes as often as
twice a week, and we would get together and compare our findings, and
because our learning styles were different, as well, we compensated
for one another.

B: Yeah...

A: And we learned a lot from one another, so it was very . .. yeah, happy,
challenging, but happy experience at the same time.

C: Yeah, I think it’s really worthwhile making the effort to find people to

study with ... I mean, [ know people might not be physically close, but

these days with the . . . with the technology that’s available, I think you
can...you can still have that.

That’s right.

Yeah.

And you can with somebody virtually . ..

That’s right, that’s right.

O w > O

(Authors’ data.)

Think about it

What would be the effect on the main speaker in the interaction above if the listeners
had provided no backchannels? Have you experienced an interaction where a
listener gave little or no feedback? What was your reaction?

The speakers in this interaction strongly affirm each other’s messages
through the frequent use of common backchannels: Yeah, and That's right.
Other typical affirmations that show listeners are keeping up and agree-
ing with a speaker are mm, uh-huh and mhm. Mhm, uttered with a rising
intonation, can also mark disagreement, however, and uA-uh (as opposed to
uh-huh) functions as the negative, no:

A: D’you like horror movies?
B: Uh-uh (shakes head).

Biber et al. (1999) point out that while all the backchannels mentioned
above give a sense of casual, non-committal feedback, other forms, like
Really? Fine, No way! and I see! show a high degree of interest on the part
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of the listener, or what McCarthy calls “engaged listenership” (McCarthy
2003: 34).

The way listeners give feedback varies from context to context, according
to the relationships and characteristics of the speakers (age, gender, social
status, and so on). It is also culturally specific, and language users from some
communities may give more or less feedback than is common in English.
McCarthy (1999: 58) points out, for example, that Spanish speakers tend
to acknowledge talk “with what translates to English as a machine-gun-
like “Yes-yes-yes!’ which frequently indicates impatience or irritation with
the speaker in British English.” Discussing with learners the concept of
feedback, and exploring how they use feedback in their own languages,
is a useful sensitizing exercise that teachers can introduce when teaching
speaking. Learners can then compare how feedback is typically used in
English and practice common forms of expressing it. This kind of exercise
is particularly useful as forms of feedback are rarely included in current
coursebooks.

Having looked briefly at some key discourse features and the man-
agement of spoken interaction, we now consider larger, macro-structures
of types of spoken language that shape and pattern the talk as it
emerges.

Transaction and interaction

Spoken language is always produced for a purpose; in this sense, we can
say it is functional as it has the function of fulfilling speakers’ everyday
goals. Various theorists (e.g., Brown & Yule 1983; McCarthy 1991) have
suggested that spoken interaction is driven by two major types of functional
motivation: transactional, or pragmatic, interaction and inferactional, or
interpersonal, interaction.

Transactional interactions involve speakers exchanging goods and ser-
vices, as, for example, in business meetings, service encounters, or job
interviews. Interactional interactions focus on creating and maintaining
personal relationships — they “oil the social wheels” of daily life. Skype®
calls to family members, gossiping in the workplace, and personal story-
telling between friends having a meal together are examples. Although talk
tends to fall broadly into one of these two major types of motivation, any
spoken interaction could, in fact, be a mixture of both types: it would be
unusual, for example, for business meetings (primarily transactional) not to
contain some elements of interpersonal talk. Similarly, a casual conversa-
tion between friends (mainly interactional) might contain segments where
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speakers turn to transactional matters, such as asking for advice about a
problem or discussing a situation involving purchasing goods.

On page 115 we present a useful model drawing on Eggins (1990) (in
Burns, Joyce & Gollin 1996) that shows these different functions for trans-
actional and interactional spoken language. The model also shows how the
relationships between speakers in interpersonal interactions might influence
the specific language that is produced. The model is useful for teaching, as
it provides a planning base for teachers to make decisions about which type
of spoken interactions they want to introduce to their learners. Depending
on their choice, teachers are then in a good position to identify the kinds
of discourse features they might need to focus on, such as those already
described in this and the previous chapter.

The top of the model shows how spoken interactions can be catego-
rized as broadly interactional or broadly transactional. Conversations in
this model consist first of casual conversations where the participants have
more or less equal interpersonal power; that is, no speaker is more dominant
in terms of social status, expertise, or other kinds of power. For example,
two friends gossiping over coffee is an example of speakers with equal
power. Formal conversations, on the other hand, are where power is likely
to be unequal, as one of the speakers has more status or knowledge, such
as a teacher chatting to a student after class, for example. In each case, the
speakers select from the repertoire of their linguistic knowledge, and the
choices available to them according to their “reading” of these relationships
and how they wish to go on maintaining them. Speakers evaluate in finely
tuned ways what kind of language is appropriate and acceptable to the other
speakers.

Casual conversations are further classified as polite or confirming. Polite
conversations are those where no, or limited, previous or future contacts
exist (—contact). In these conversations, participants are unlikely to have
developed strong psychological or emotional feelings towards one another
(—affect). Anexample would be meeting someone incidentally at a language
teaching conference, or on a train, and chatting politely on that one occasion.
Confirming conversations are where speakers have close and continuing
contacts (4 contact) and have strong emotional feelings towards each other
(+ affect), such as among family members, work colleagues, or members
of a sports team.

Encounters, which do not include casual conversations, are categorized
as factual or transactional. Factual interactions are concerned with giving
or seeking information. They involve interactions related to inquiries made
in a whole range of daily social situations — in educational, vocational,
and in community settings — such as asking someone for directions, or
getting advice on enrollment from a course administrator. Transactional
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SPOKEN INTERACTIONS

CONVERSATIONS ENCOUNTERS
Interactional Transactional
(interpersonal) (pragmatic)
4 $ a’ . S
Casual Formal Factual T(rggzs:t;): dal
(equal power) (unequal power) (information) services)

¥ B~ T

Polite Confirming
( - contact) (+ contact)
(- affect) ( + affect)

Figure 5.1: Functional motivation for spoken interactions (Burns, Joyce &
Gollin 1996:11).

interactions involve the negotiation of goods and services, such as making
medical appointments, engaging in transactions at a bank or government
office, or purchasing goods in a department store. While Eggins (1990) does
not include the dimensions of contact and affect in the categories she gives
for transactional encounters (Figure 5.1), again, the language used would
be affected by the familiarity of the speakers and their feelings towards each
other as people.

In general, transactional talk may be easier to teach in language class-
rooms than interactional because it is unfolds in more predictable stages.
Transactional interactions are usually easier to identify at the macro-level;
for example, a consultation with a doctor is relatively predictable in most
cultures and languages. Because of this predictability, at the micro-level,
the way the discourse unfolds and the kind of vocabulary and grammar
likely to be used (e.g., formulaic greetings, parts of the body, use of imper-
ative voice for verbs in a doctor’s consultation) are easier to examine with
learners. Interactional conversation is more difficult to teach. It is much
less predictable, as it is highly spontaneous, jointly constructed turn by turn
and very context specific. Because of the nature of the power relations and
affective factors discussed above, conversations are interpersonally sensi-
tive and more grammatically complex. We will explore these issues further
in the next section, where we turn to genres of speaking.
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The concept of genre

Genre has been mentioned several times in previous sections of this book
and is a useful concept in teaching speaking. The word “genre” means type
or kind, and you may be more familiar with its use to describe literature,
film, music, or art (e.g., romance genres, thriller genres, folk genres, or
landscape genres). However, speakers of any language do not have to be
linguists to recognize that certain “types” of talk, or rext types, recur in
speech, or that they emerge in ways that are recognizable and predictable
to the listeners. The term “genre” captures the way that different kinds of
spoken language events “bundle” the talk towards its goal by moving from
stage to stage in ways that are culturally, socially, and institutionally known.
McCarthy (1998: 32) refers to genres as “social compacts” or coopera-
tive sets of behaviors, which people use when they engage in unfolding
discourses.

Martin (2010: 25) explains that genres have a “distinctive goal-oriented
staging structure.” Genre descriptions of language use, particularly of ser-
vice encounters, go back to early work by Mitchell (1957), who investigated
the language of buying and selling at markets and shops in Cyrenaica, the
eastern part of modern-day Libya (see also Ventola 1987). For example,
in certain cultural contexts a typical service encounter genre might go like
this:

To begin, you exchange greetings with a salesperson, who will offer to serve
you. You will then state your needs, perhaps helping yourself, or getting the
salesperson to satisfy your requirements. When you get what you need, you will

be told how much it costs. You then pay your money, say good-bye, and leave.
(Martin 2010: 25.)

A

Martin illustrates these stages visually, using (meaning “followed by”)

to indicate the sequence:

Greeting” Service Bid” Statement of Need”Need Compliance” Decision to
Buy” Payment "Leave Taking

Think about it

Identify a short typical speaking situation you are familiar with (e.g., making a doc-
tor's appointment, reserving a taxi, or ordering a meal). Think about the stages
involved in completing the whole interaction. Compare your version with a col-
league’s version to see how much similarity there is.
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Although it is possible to recognize genre structures, like the one des-
cribed by Martin above, in both transactional and interactional exchanges,
the language used to achieve spoken genres in English is not fixed, but
involves a great deal of variability and dynamism. Choices ARE made
by speakers that are influenced by the topic, their relationships with each
other, and the context (Duranti 1983). Sequences of talk, or extensive spoken
language events, can also demonstrate genre-mixing, where different kinds
of genres may occur in the same event.

Spoken genres (see, for example, McCarthy 1998) have been less well
described than written genres (see, for example, Swales 1990) because it
has not been easy to capture speech until recently, and spoken language has
tended to be viewed as formless and difficult to analyze. Indeed, as we have
already suggested in this chapter and in Chapter 4, spoken exchanges are
typically composed of very interactive turns, involving several speakers, and
are highly context-dependent, where speakers refer to immediate actions
or events. However, it is also easy to recognize that there are extended
genres such as sermons, jokes, stories, anecdotes, wedding speeches, and
so on. These kinds of discourses are usually signaled to listeners by open-
ings (or initiations) like Did I tell you about the time I...? Ladies and
gentlemen . . ., or I've got a great joke to tell you ..., and move onwards
through stages that listeners and speakers can usually anticipate until the
speakers reach their conclusion. One useful way of identifying these genres
for the purposes of spoken language teaching is to distinguish between talk
consisting of “chat” and talk consisting of “chunks.”

Chat and chunks

The notion of chat and chunks comes from the work of Eggins & Slade
(1997), who analyzed genres in casual conversation (see also Thornbury &
Slade 2006). Chat segments are . . . highly interactive sequences of spoken
language characterized by a rapid transfer of turns from one speaker to the
other” (Eggins & Slade 1997: 227).

In the following chat sequence, two Australian couples are upstairs in
the house of one of the couples where the Sydney Harbour Bridge can be
seen in the far distance. Ian, whose house it is, has asked Lynne, who is
visiting, to explain how to use a search engine on a computer [A = Anna,
[ = lan, L = Lynne, R = Rod].

L: Can we build on the top somewhere . .. another little room?
R: No...
I ...Right.
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R: ...Gee,that’s a very good view of the city. .. Could you see . . . could
you have seen the fireworks from here, lan?

Yeah.

Couldyou...?

Yeah...right. .. Internet connection. (Pause.)

OK.

OK ... hopin.

... Uh...oh, I've got to earn dinner now, have 1?

... Right. .. so.

Have you seen these? . . . I've been using this chair now for about three
years . .. Do you know how to use that?

Yes, I do...Id love one.

You won'’t fall off it?

No, I won’t fall off it.

Aaaagh.

We had one at work, but it disappeared, unfortunately, before I could
have it.

It’s bloody brilliant.

... It’s absolutely great.

So...

[ had back problems before I went on this. . .

... That’s why I think they’re great.

...Youkneel onit. ..

Yeah, | know.

= & & B > 00”2 SRS

- S o o= >» B

(Authors’ data.)

In this sequence, we can see that the conversation is spontaneous and
informal, as the speakers know each other well. Speakers exchange turns
frequently, there is high competition for turns, and the discourse is managed
locally turn by turn. For these reasons, and because the talk is highly context-
embedded and very sensitive to the relationships between the speakers, chat
sequences are difficult to teach.

Chunk segments, on the other hand, are “those aspects of conversation
that have a global or macro-structure where the structure beyond the [turn]
is more predictable” (Eggins & Slade 1997: 230). One participant takes the
floor for an extended period and becomes the principal speaker, there is a
recognizable chunk of interaction interwoven into the overall conversation,
the chunk appears to move through predictable stages, and the primary
speaker uses his or her turn to tell a story, to joke, to gossip, or to give
an opinion. In the example below, Gillian has just arrived late at a friend’s
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apartment in Australia, where people she knows well are having coffee
together. She goes into an explanation (in the form of a recounting of
events) of what held her up [G = Gillian, V = Valerie, T = Terry].

G: It’s unbelievable, you know, I’'ve got three ATMs at my bank,
right. .. ’'m down there today; there’s one working out of three, so
I waited in the queue. . . that was all right, put my card in, keyed in my
PIN, the shutters came down and ate my card.

Ohno...

G: So I had to go inside the bank where the queues are practically to the
door, and every other person there is a businessman' with you know
the thousand cheques.

T: Ohright. ..

G: 1know, just trying to stay calm and then, finally, there’s just me and the

little old lady in front of me, and I thought, well, she won’t take long,

and then she walks up to the teller and picked up this huge shopping
bag full of five-cent pieces.

Ohno...

So I left; I felt I just couldn’t wait any longer.

You didn’t get your card back?

[ didn’t get my card, and I didn’t get my money.

It’s all right, darling. I’ll lend you a dollar. . .

Oh, great. Just don’t make it in five-cent pieces. [Laughter.]

(Adapted from de Silva Joyce, H. & Hilton,
D. 1999: 84; used by permission.)

5

@=zondas

These kinds of longer stretches of talk, even though they are still interac-
tive in the sense that other speakers also play a role, are more amenable to
being analyzed as spoken genres or text types. They are much easier to teach
than chat, as they have their own internal structures that show identifiable
patterns of language. Recognizing that there are key “storytelling” genres
is very valuable for the purposes of planning and teaching casual conversa-
tion. Drawing on Slade (1997), the table below identifies key genres typical
of spontaneous talk and the main features of their generic structure — that
is, the various stages the text goes through as it unfolds so that it can be
classified as a particular genre.

! The term “businessman,” common in Australian English, has been retained, rather
than the more neutral “businessperson,” now used in American English.
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Table 5.1: Common storytelling genres in casual spoken interaction

Genre

Generic structure

Narrative (facing
and resolving a

(Abstract)” Orientation” Complication” Evaluation”
Resolution”(Coda)

problematic Narratives first identify a time, a situation, and the

experience). participants, and introduce a problem into the setting of the
story. They indicate the point of the story and then tell how the
problem was solved. They may finish with an evaluation or
rounding up of the events.

Anecdote (Abstract)” Orientation” Remarkable Event*Reaction”(Coda)

(experiencing a

remarkable event).

Anecdotes are similar to narratives in that they focus on a
crisis, but they have no explicit resolution. The crisis is reacted
to in some way (e.g., through expressions of amazement,
frustration, embarrassment, or humiliation).

Exemplum (Abstract)” (Orientation)” Incident” Interpretation” (Coda)

(highlight‘ing a Exemplums are told to give an explicit message on how the

moral point). world should or should not be, and to reaffirm cultural and
societal values. Fables with “a moral to the story” fall into this
category.

Recount (Abstract)” Orientation”Record of Events”(Coda)

(experiencing a
sequence of

Recounts retell events that are sequenced in time order, and
have some kind of evaluation running through them. The point

events). is to retell events and share the speaker’s evaluation with the
listeners.
[* = followed by; ( ) = optional stages]

(Based on Slade 1997.)

Gillian’s interaction with her friends, in the example above, can be iden-
tified as a spoken recount; she tells them about a sequence of events that
happened to her earlier that day. Looking again at this example, we can see
how the generic structure follows the elements of recount noted in the table

above, that is:

Abstract:

Orientation:

Record of Events:

Used to signal that a recount is about to begin. It
is an optional stage, as not all recounts begin by
signaling what is to come.
Orients the listener to the places, events, circum-
stances and people involved (who, what, why, where,
when).
Outlines events in sequence with ongoing evaluation
of the meaning or significance of the events.



Spoken discourse and genres of speaking 121

Coda, or Evaluation: Comments on the overall story and brings it back to
the present. The coda serves to round off and signal
the end of the recount, provides an evaluation of the
recount as a whole, and offers an opportunity for
other speakers to begin a shift of topic.

Turning again to Gillian’s recount of the bank events, the generic (or macro)
analysis of this interaction breaks down as follows:

(Abstract)
G: It’s unbelievable, you know.

Orientation
[’ve got three ATMs at my bank, right. .. I’'m down there today; there’s
one working out of three.

Record of events
So I waited in the queue . . . that was all right, put my card in, keyed in
my PIN, the shutters came down and ate my card.

v: Ohno...

G: So I had to go inside the bank where the queues are practically to the

door, and every other person there is a businessman with, you know,

the thousand cheques.

Ohright. ..

G: 1 know, just trying to stay calm and then, finally, there’s just me and the
little old lady in front of me, and ! thought, well, she won’t take long,
and then she walks up to the teller and picked up this huge shopping
bag full of five-cent pieces.

v: Ohno...

G: Solleft, I felt I just couldn’t wait any longer.

T: You didn’t get your card back?

i

(Coda)

G: 1didn’t get my card, and I didn’t get my money.

v: It’s all right, darling. I’ll lend you a dollar . ..

G: Oh, great. Just don’t make it in five-cent pieces. [Laughter.]

[f we take these stages in turn, we can also see that each one is characterized
by certain patternings of language and discourse features. So it is possible
now to analyze the discourse features at the micro-level, and to look at
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Table 5.2: Lexico-grammatical patterns at the micro-level

Generic stage

Language features and patterns

(Abstract)

Signals the story is about to
begin and establishes the
point of the story.

Generalized you (to show general relevance of story).
Attitudinal vocabulary (unbelievable — to show point of
story).

Orientation

Orients listeners to events
(who, what, why, where,
when).

References to specific people involved (I).
References to place / time (at my bank, down there,
today).

Record of Events
Outlines events in sequence
with ongoing evaluations.

Use of nouns / pronouns for participants (businessman,
a little old lady, she, ).

Events sequenced in time (finally).

Past tense state-of-being verbs (was).

Past tense action verbs (put, keyed, picked up).

Past in present and reported speech for dramatic effect
(Every other person there is a businessman; There’s
just me and the little old lady).

Listener-engaged feedback (oh, no) and non-committal
feedback (oh, right).

(Coda)

Comments on overall
events and brings
speakers back to the
present.

Evaluation of whole story (I didn’t get my card;
| didn’t get my money).
Response expressing speaker’s attitude (Oh, great).
Return to present (It’s all right, darling; I'll lend you a
dollfar).

patterns of vocabulary and grammar (lexico-grammatical patterns) choices
made by the speakers as the text unfolds.

The examples above have focused on interactional (or casual) conver-
sation. Spoken genre analysis has also been applied to transactional talk,
as the quote from Martin earlier in this chapter suggests. In the following
example, a patient is confirming a doctor’s appointment with a receptionist.
In this example, the stages of the genre have been inserted to show how the
interaction unfolds:

Identification

R: Doctor’s rooms, can you hold the line for a minute?
P:  Yes.

T: Thanks.

(Pause while patient waits for receptionist.)
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Hello, Bonita speaking.

Hello.

Sorry to keep you waiting . . .

That’s all right. It’s Sara Morris here.

Request for information

P: I made an appointment for Dr. Hardy next week, and 1 just wanted to
check the time.
R: Right.
p: I forgot to write it down. You told me to call back to check she was in
that day.
Response
R: Right, I see what you mean. We weren’t sure...er, I’ve just got to
check through . . . er, first October, Margaret, Margaret, er, here she is.
p: Oh, good.
R: Yes, 9:30, Sara.
p: OK, fine, thanks.
Closing
R: Good. See you then, Sara.
p: Thanks.
R: Thanks, bye.
p: Bye. Thanks a lot.
(Author’s data.)
Try it

For each of the stages above, identify some of the linguistic patterns. Look for
components such as openings, key vocabulary, verb tenses, ellipsis, feedback
strategies, and closings.

Having an insight into the generic structure of commonly used spoken

genres and the grammatical patterns that characterize them allows teachers
to begin to plan activities to strengthen learners’ speaking skills. Teachers
can sensitize learners to the typical stages of various spoken genres and
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help them practice the key vocabulary needed. Teachers can also help
learners think about appropriate strategies, such as recognizing when to
take turns and using feedback expressions that keep the interaction flowing.
This approach provides a useful alternative to simply rehearsing the kind of
introspected dialogue frequently found in coursebook material, as it begins

to introduce learners to features more typical of natural speech (Burns,
Joyce & Gollin 1996).

The contribution of corpus linguistics

Before we leave this chapter, we need to discuss briefly the contribution
made to spoken (and written) discourse analysis by advances in corpus
linguistics. Over the last 50 years or so, developments in technology have
made it much easier for linguists to collect and analyze large amounts of
spoken, as well as written, text. A corpus (from the Latin term meaning
body) is “a principled collection of texts available for qualitative and quan-
titative analysis” (O’Keeffe, McCarthy & Carter 2007: 1). Using computer
software tools, analysts have been able to look at such features as word
frequency and how language chunks or collocates to express various mean-
ings (concordances). There are many different types of corpora, which have
contributed powerfully to revealing how language is actually used in dif-
ferent contexts. Linguists who build corpora take care to look at how well
the contexts they are interested in are represented across the texts included.
Traditionally, written corpora have been more common, as written texts
were easier to collect. Examples of well-known corpora (the term used for
the plural of corpus) that have been developed to analyze large amounts of
textinclude the Cambridge English Corpus (CEC), the Cambridge and Not-
tingham Corpus of Discourse in English (CANCODE), the Collins Birm-
ingham University International Language Database (COBUILD), and the
Brown Corpus and the Michigan Corpus of Academic Spoken English
(MICASE).

A core tool in corpus linguistics, and one that has proved to be very useful
for language teaching, is concordancing. Concordancing, now performed by
high-speed computer analysis “allows for every occurrence of a particular
word or phrase” (O’Keeffe et al. 2007: 4) to be identified rapidly through a
computer search. The focus word or phrase is the “node” that is presented as
a Key-Word-In-Context (KWIC) display, which is accompanied by several
words placed on either side of it. Below is an example of a concordance
using the search word worry.
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Opponents of the Bill

And of course, the more you

rarry one in the pickup, uh, and I
1 a8 the business needs it and not
The thing I

However, you always

: is also an external agenda and I
But some africans

:er of the United Nations that you
*They

1 merdber of Parliament people also
and not even

But wany historians here
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Figure 5.2 Concordance with search word worry (Cambridge English Corpus
© Cambridge University Press, extract reproduced with permission).

Try it

Examine the concordance above. What patterns of use can you identify for the
word worry (e.g., What is the most common grammatical use of this word)? What
stands out as the most common word that accompanies worry?

The value of a concordance such as this one is that it can create a “lexico-
grammatical profile” (O’Keeffe, et al. 2007: 14) of the node, which can tell
teachers a great deal about how a word or phrase is typically used in its
natural context. By examining a node, one can analyze:

* Collocations: words or chunks that go together or collocate (e.g., made
an appointment, in the doctor’s example earlier in the chapter).
* Idioms / chunks: formulas where words occur as pre-formed chunks

(e.g., this, that, and the other)



126 Spoken discourse

» Grammatical restrictions: restrictions on what words can go together
grammatically (e.g., worry about in the example above, rather than worry
to or worry of).

* Meaning restrictions: restrictions on what words go together (e.g., excel-
lent 1s not generally used with hair or with very).

Corpus linguists have analyzed corpora in two main ways. One important
approach has been quantitative analyses that allow for counts of word
frequency. In this way, it is possible to see the most frequently used words
across a large corpus of spoken texts. For example, in the Limerick Corpus
of Irish English (LCIE), a database of 40,000 words of female friends
chatting showed that the ten most common words in order of frequency
were I, and, the, to, was, you, it, like, that, and he (O’Keeffe, McCarthy &
Carter 2007: 11). Interestingly, this list reflects what we noted in Chapter 4 —
that pronoun references (7, he, you, and so on), additive conjunctions (and),
and deictic references (that, it) are common in spoken language because,
in casual conversations, speakers frequently make reference to people and
things in the immediate context without specifically naming them, and the
number of content words tends to be low.

More qualitatively, another way in which a corpus can be used is to
find key words (Scott 1999) in one or more texts on a similar topic. This
means that the words that are “key” — that is, the most frequent or salient
in those particular texts, can be identified, For example, in spoken lan-
guage in a particular discipline area, say law or medicine, it is possible
to find the words that have the most “keyness” in relation to particular
topics. There are important implications here for language teaching, espe-
cially in the areas of English for Academic or Specific Purposes (e.g.,
business English, English for accountants, engineers, airline pilots, and
so on), as the lexical items that are the most important for these learn-
ers to acquire can then be highlighted in teaching activities, materials
development, or the creation of specialized dictionaries. One interesting
and practical example of how a corpus can be used for key words is
Coxhead (2000). She produced an Academic Word List (AWL) from a
3.5 million-word corpus using written academic texts (journals, textbooks,
and coursebooks) in 28 subject areas, grouped into four major disciplines
(arts, science, commerce, and law). She then produced 57 word families,
which made up around 10 percent of the total corpus, thereby offering
academic writers a sense of the main patterning of vocabulary in academic
writing.

Corpus analysis can also show what words tend to cluster together into
“chunks,” such as a lot of or I see what you mean (as in the doctor
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appointment example above), and how frequently these chunks occur in
certain kinds of interactions. This type of analysis is again extremely useful
for language-teaching purposes as it can highlight what chunks, or formu-
laic expressions, teachers should really spend time focusing on in relation
to certain kinds of contexts of spoken language use.

Corpus linguistics has had a huge impact on the analysis of both spoken
and written language over the last decade, and its implications for language
teaching are slowly beginning to permeate methodologies and materials,
although these implications are still by no means widely acknowledged. It
would seem clear, however, that work in corpus linguistics will be a very
important tool for future pedagogical developments and will be particularly
useful for the teaching of speaking. Work in this field means that materi-
als writers and teachers will no longer have to rely on their assumptions
and intuitions about what speakers say. Because large amounts of spoken
language can be analyzed to show what English speakers, both native and
non-native, actually say, materials and tasks developed with insights from a
corpus will become more authentic and will be able to illustrate, for teachers
and learners alike, spoken language as it is really used.

Think about it

How do you see insights from corpus linguistics being relevant for your own
teaching context? Discuss your ideas with a colleague.

Summary

This chapter examined some of the discourse features and strategies of spo-
ken language, focusing particularly on adjacency pairs, turn taking, topic
management, conversational openings and closings, and listener feedback,
or backchanneling. We have also looked at the notion of genres of speak-
ing and considered some of the main types of genres in interactional and
transactional interactions. Finally, we discussed briefly the contribution that
corpus linguistics is making to our knowledge of the lexico-grammatical
features of spoken texts. It is clear that being able to use some of the
basic tools offered by these theoretical insights is invaluable for teach-
ers. Teachers who can develop an understanding of spoken genres, and
their discourse characteristics and features, are better equipped to meet the
challenges of teaching their learners the speaking skills they really need.
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Below, we summarize the implications of this chapter for teaching spoken
language:

1. Consider how language is structured in different social contexts.
Teachers can identify the kinds of social contexts in which learn-
ers will need to engage and, therefore, delineate more clearly what
kinds of genres should be taught for those contexts.

2. Indentity what genres are implied in the language you are required to
cover in the syllabus or coursebook. Are learners required, for exam-
ple, to tell a story (narrative), to say what they did over the weekend
(recount), or to tell about some unusual event that happened (anec-
dote)? Typically, coursebooks do not provide this kind of information,
but simply require students to “speak” about a particular topic or sit-
uation. By considering the genre or text type implied in such tasks,
teachers can assist students in understanding the stages and the typi-
cal discourse and lexico-grammatical patterns of the genre. Scripted
coursebook material can be supplemented or extended by more nat-
ural examples so that students are exposed to more realistic spoken
language.

3. Give students opportunities to practice the key discourse features
of natural spoken language. For example, get them to practice rec-
ognizing when they can take or give a turn, initiate a new topic,
open or close an interaction, and give feedback using appropriate
utterances.

4. Introduce students to the idea of concordances. There are several
websites that provide data from corpora and also show activities
that can be used with students. Have students look for patterns of
language use for different vocabulary items, collocations, or spoken
expressions they have just heard or find puzzling. Get them to deduce
the rule for using such items, and discuss with them how they could
use these items in developing their own speaking skills.

Group-learning tasks
1. Consider the genre stages and the language patterns shown below
for the recount told by Gillian in this chapter. With your colleagues,
brainstorm some activities that you could develop with your stu-
dents to draw their attention to these stages and patterns. Add ideas
for activities to the table below. An example is given for the first
stage.
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Generic stage

Language features and
patterns

Activities

(Abstract) Generalized you (to show 1. Have students brainstorm
Signals the story general relevance of story). ways of introducing story
is about to Attitudinal vocabulary topics, either individually, if
begin and (unbelievable — to show point they are in classes where
establishes of story). they do not share a
the point of common L1, or in small
the story. groups, if they do share a
common L1.

2. Get them to explain these
expressions to the class in
English.

3. Introduce students to
similar and / or other
introductions used to
initiate stories in English.

Orientation References to specific people
Orients listeners involved (i).
to events References to place / time (at
(who, what, my bank, down there, today).
why, where,
when).
Record of Use of nouns / pronouns for
events participants (businessman, a
Outlines events little old lady, she, ).
in sequence Events sequenced in time
with ongoing (finally).
evaluations. Past tense state-of-being
verbs (was).
Past tense action verbs (put,
keyed, picked up).
Past in present and reported
speech for dramatic effect
(Every other person there is a
businessman; There’s just
me and the little old lady).
Listener-engaged feedback
(Oh, no) and non-committal
feedback (Oh, right).
(Coda) Evaluation of whole story

Comments on
overall events
and brings
speakers back
to the present.

(I didn’t get my card. ..
I didn’t get my money).
Response expressing
speaker’s attitude
(Oh, great).
Return to present (It’s all right,
darling; I'll lend you a dollar).
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2. Try out some of your activities in your classroom. If possible, ask one
of your colleagues to observe what happens when you try the activities.

In return, observe your colleague trying out similar activities in his

or her classroom. When both lessons are completed, get together and

discuss your respective observations. You could use the questions
below to start off your discussions.

a. How did the students react to the activities? How well were they
able to complete them? Did they have difficulties with any parts of
the activities?

b. What changes would you make to a) the activities themselves;
b) the steps in the activities; ¢) the language features you asked the
students to practice?

3. Work with your colleagues to collect short samples of natural conver-
sation. Bring your samples to a group meeting, and work to identify

a) what genre the samples reflect; b) the stages that unfold in the inter-

action; c¢) the key vocabulary used; d) the types of turns the speakers

take; e) who gets to speak; f) what kind of feedback the listeners give.
4. If you are unable to record actual samples outside the classroom,

note down expressions or brief interactions you hear around you (e.g.,
openings and closings, what people say to give feedback, or how they
take turns). Use these illustrations to demonstrate different features
of spoken interaction to your students. Get the students to listen for
these features themselves, and bring examples of what they hear to
class to discuss with you and the other students.

Further reading

Burns, A. (2001) Analysing spoken discourse: implications for TESOL, In A.
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Reppen, R. (2010) Using Corpora in the Language Classroom, Cambridge: Cam-
bridge University Press.
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6 A methodological framework

As many language teachers know, setting up contexts for learners to speak in class
is not the same as teaching them to speak in a second language. Teaching is a
principled and systematic activity. To teach speaking effectively, teachers require
a set of theoretical and pedagogical principles that can be applied to the planning
and delivery of lessons on speaking. Drawing on insights from theoretical principles
about speaking and spoken discourse discussed earlier, this chapter presents a set
of principles in the form of a methodological framework for teaching speaking. The
chapter seeks to address two questions:

1. What are some of the common approaches to teaching speaking? What are
some limitations of these approaches?

2. What theoretical and pedagogical principles are needed to adopt a holistic
approach to teaching speaking?

[n answering the questions, the following topics are addressed:

* A review of approaches to teaching speaking.
® Presentation of a methodological framework.

Introduction

To speak effectively in a second language, learners have to combine relevant
knowledge about language and discourse with speaking skills (see Chapter
3) to produce fluent and accurate output in a variety of communicative
situations. This is a challenge for most language learners because they
will not have achieved sufficient automatization of knowledge and skills.
More critically, working under the constraints of limited time and cognitive
capacities, learners encounter numerous obstacles as they attempt to bring
their linguistic knowledge and speaking skills to a task. As a result, their
language may be inaccurate and their message incomplete. Fortunately,
there is much that teachers can do to help language learners improve their
speaking competence.

In this book, we offer a framework by which teachers can provide a holis-
tic learning environment where learners not only practice speaking through
engaging classroom activities, but also learn about the nature of speaking
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in a second language and ways they can manage their own speaking devel-
opment. The aim of this chapter, and the next one, is to present principles
by which this type of holistic learning experience can be created, as well
as ideas for implementing it. Before going further into the framework, it
would be useful to review, briefly, various approaches that have been used
for teaching speaking to second language learners.

Approaches to teaching speaking: a review

According to Burns (1998), approaches for teaching speaking can be
divided into those that focus directly on developing isolated speaking skills
and those that focus on the production of speech during communicative
activities. Following Richards (1992), she referred to these approaches as
direct / controlled and indirect / transfer respectively (see Table 6.1).

A direct or controlled approach is concerned with structural accuracy
and emphasizes practice of language forms, such as pronunciation of the
sounds in English. Such an approach also aims to raise learners’ awareness
about the grammar of the target language, as well as discourse structures and
routines. An indirect or transfer approach, on the other hand, is concerned
with fluency of speech. It engages learners in functional language use by
getting them to talk with other students in class. Teachers typically plan
activities to fit common situations in which the learners need to use spoken

Table 6.1: Approaches and activities for teaching speaking

Direct (controlled) Indirect (transfer)
Aim Develop enabling skills. Develop interaction strategies.
Focus Accuracy. Fluency.

Language analysis. Language for communication.
Characteristics Controlled language use.  “Authentic” / functional language use.

Skill getting. Skill using.

Pedagogic. Real life.

Pre-communicative. Communicative.

Part-task practice. Whole-task practice.
Activities Drills. Discussions.

Pattern practice. Information gaps.

Structure manipulation. Project work.

Language awareness. Role plays.

Consciousness raising. Simulations.

Talking circles.

Interaction Teacher led. Learner centered.

(Based on Burns 1998:; 103-105.)
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English. The assumption here is that learners will somehow transfer the
speaking skills developed through such communicative activities to real-
life situations.

There are limitations in both of these approaches. As Burns (1998) points
out, neither of them effectively supports all the processes of second language
speaking development. For example, although the direct approach focuses
on the development of language form, it does not take into consideration
the fact that the accurate use of grammatical resources is often devel-
oped through face-to-face communication, particularly in situations where
negotiation for meaning is necessary. Controlled language use in speaking
classes also cannot account for the development of language complexity.
Similarly, as Bygate (2001) observes, the indirect approach gives so much
currency to the development of “fluency” through spontaneous talk that
a focus on language elements and discourse structures is often neglected.
He also notes that the existing approaches do not help learners develop
the discourse skills they need for participating in real-world interactions.
The approaches outlined here show that the teaching of speaking has been
mainly dichotomous, separated from authentic interactions by the emphasis
on learning of language form or language use.

The influence of different teaching approaches can be seen in the pub-
lished materials that language teachers use. In fact, for most language
teachers, the approach they adopt is often determined by which coursebook
their language programs use. But just as there are limitations within the
main approaches, published materials have additional limitations. Accord-
ing to Burns (1998) and McCarthy and O’Keefe (2004), the limitations
include:

e Problems with teaching certain speech acts (i.e., using language to
accomplish specific communicative purposes and functions).

* Insufficient emphasis on teaching communication strategies.

* A lack of authenticity in the models of speech:
o Scripted dialogues that do not reflect the fluidity of spoken interaction.
o Inadequate teaching of formulaic expressions or patterns of language

common in speech.

o Neglect of the grammatical and discourse features of spoken language.

Some experts have, in fact, proposed combining direct practice of lan-
guage items with indirect practice of communication skills. Littlewood’s
(1992) methodological framework is an example of such an approach, where
a balance between language knowledge and language use 1s recommended.
The framework is underpinned by a theory of “language as a structural
system, but one whose primary function is to enable communication to take
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Table 6.2: Part-skill and whole-task practice

Learning activities Characteristics

Part-skill practice Pre-communication task. Controlled, predictable.
Language work.

Part-skill practice / Communicative language practice. Variation in degree of
Whole-task practice Structured communication task. control and predictability.

Whole-task practice Authentic communication task. Flexible, less predictable.

place” (1992: 8). Pre-communicative task language work is used as a basis
for subsequent communicative language practice and eventual free and
authentic communication. Table 6.2 shows the type of activities that offer
part-skill (direct) practice activities and whole-task (indirect) practice or
transfer practice activities. Littlewood notes that some language-learning
activities do not fall neatly into either “part-skill” or “whole-task” prac-
tice. Simple communicative activities, for example, describing a picture for
someone to reproduce, may require learners to exchange messages where
the language and content are controlled and predictable. Other activities
that require greater interaction may mean that learners produce less pre-
dictable language and content, but still within the context of structured
communication for classroom learning.

Another approach that combined controlled and transfer activities was
proposed by Bygate (1987). He adopted a mainly direct (transfer) approach,
but enhanced it by integrating language accuracy, discourse skills, and small
group interaction in the teaching of speaking. In particular, he stressed
the importance of interaction management and meaning negotiation skills
taught in tandem with communicative oral-language practice. A great deal
of attention was given to the uses of different types of group work. In
connection with interaction skills, Bygate also highlighted the role of com-
munication strategies. He did not, however, present ways of conducting
strategy training in the context of teaching speaking.

There i1s another limitation associated with direct and indirect ap-
proaches. They do not directly enable learners to produce spoken discourse
that is socially and interpersonally appropriate, and grammatically accu-
rate. Research on spoken English and discourse that emerged in the 1990s
provided empirical evidence for differences between spoken and written
language (Carter 1995; Carter & McCarthy 1997) and showed that oral
communication was a socioculturally situated activity, where each event
or genre has predictable discourse patterns and structures (Martin 1992).
(See Chapters 4 and 5.) Although findings about lexico-grammatical and
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discourse features of speech had clear implications for teaching speak-
ing, these findings have not been reflected in teaching approaches until
recently.

The relevance of a discourse perspective was highlighted through the
work of Burns and her colleagues (Burns 1998; Burns, Joyce & Gollin
1996; Burns & Joyce 1997). Teaching speaking shifted “from regarding
the constituent forms of language as primary, to thinking about language
from the perspective of larger textual units” (Burns 1998: 107). In this new
approach, teachers involve learners in exploring naturalistic data from native
speakers’ spoken discourse, in order to raise their awareness about register,
or the way language is used in an interaction according to the situation,
the participants, the topic, and the location. The learning of grammar is
also assumed to be closely connected with its function in constructing the
various types of discourse. For example, the teaching of imperative forms
takes place In texts on procedures (or instructions, such as recipes), while
modality (expression of attitude, intention, and possibility) is explored in the
context of presenting an argument or opinion, Through language-analysis
tasks, learners can develop their metalinguistic knowledge about form-
function relationships at the textual level, and improve their knowledge of
the social process of oral communication (see also Riggenbach 1999).

More tecently, Thormbury (2005) advocated a general approach to skill
development for the teaching of second language speaking. The approach
consists of three stages: awareness raising, appropriation, and auton-
omy. Awareness-raising activities aim at helping learners uncover gaps
in their own knowledge about speaking. Appropriation activities, Thorn-
bury argues, go beyond controlled practice or restructuring of knowledge
for speaking. These activities aim to develop “practiced control,” where
learners demonstrate “progressive control” or “self-regulation” of a skill
(Thornbury 2005: 63). The activities recommended for the appropriation
stage consist of a mixture of activities listed within the direct and indirect
approaches that Burns (1998) presented above. The third stage of the gen-
eral approach requires learners to engage in activities that demonstrate a
degree of autonomy 1n and outside the classroom.

As shown in the works of the above authors, there 1s merit in inte-
grating features of direct and indirect approaches. In reality, however, the
approaches remain mainly isolated from each other in most classrooms. A
survey of some current coursebooks will show that one of these perspec-
tives tends to dominate the materials, Furthermore, while there 1s a great
deal of emphasis on the doing and the outcome of an activity, insufficient
attention 1s paid to learners’ cognitive and affective processes in learning to
speak a second language. In addition to these limitations, the pedagogical
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procedures in some coursebooks do not seem to be supported by any rec-
ognizable theoretical principles. Each unit or chapter is typically a series
of activities linked together by a common theme. In some general English
coursebooks, speaking activities receive even less attention. When they are
included, the speaking activities are often meant to prepare learners for
a main language-learning activity. For example, learners may be asked to
discuss ideas related to a theme as a pre-writing activity, after which the
ideas are used to produce a piece of writing. What is needed, therefore,
is a holistic and comprehensive approach that reflects a more inclusive
understanding about language, language learners, language learning, and
speaking. Such an approach should be one that teachers can easily under-
stand and translate into a systematic procedure for teaching speaking. In
the next section, we present a methodological framework for implementing
such an approach.

Think about it

Examine a coursebook on teaching speaking skills or the speaking practice / activ-
ities sections in a general language coursebook. Does the book reflect predom-
inantly a direct (controlled) or indirect (transfer) approach to teaching speaking?
What evidence is there to support your observations? If your materials do not fall
neatly into one of these categories, comment on the way speaking is approached.

Establishing a methodological framework

In Chapter 3, we discussed the knowledge and skills that language learners
need to develop to achieve speaking competence. They must use appro-
priate speech-enabling skills while, at the same time, produce language
that is intelligible and fluent. In order to communicate their meaning more
precisely, learners must also master more complex structures of the target
language that are important for speaking. For example, simple utterances
can be strung together through coordination (use of and and bur), subordi-
nation (e.g., “When you see her, you’ll know what I mean”) and embedding
(e.g., “The guy who's wearing dark sunglasses is his bodyguard”). They
also have to use appropriate communication strategies to ensure that they
can continue participating in an interaction, even when there are problems.
To speak effectively in a second language, learners have to do several, or all,
of these things concurrently. This is not something that can be achieved over
a short period of time. Nevertheless, teachers can provide the opportunities
and support in the classroom and outside it to facilitate development of



A methodological framework 139

LEARNERS

/
/ (2b)

Core speaking
skills

(1)

Fluency, accuracy,

complexity (2c)
Communication
strategies

Knowledge of
language and
discourse

(3)
The role of metacognition

4
Methods for organizing learning activities

AN

TEACHERS « » MATERIALS

Figure 6.1: A methodological framework for a holistic approach to teaching
speaking.

these concurrent skills. The methodological framework proposed for doing
this is presented in Figure 6.1.

Based on the concept of “design” in teaching methodology (Richards &
Rogers 1986), the methodological framework for teaching speaking shown
in Figure 6.1 above identifies key considerations for determining aims and
objectives, organizing course or lesson components, and clarifying four
important dimensions related to language teaching as follows:

1. Quality of speech: fluency, accuracy, and complexity (see Chapter 2).

2. Components of speaking competence: knowledge of language and
discourse, core speaking skills, and communication strategies (see
Chapters 3, 4, and 5).

3. The role of metacognition.

4. Methods for organizing learning activities.

Dimension 1, quality of speech: fluency, accuracy, and complexity, is the
desired outcome of teaching and learning and holds a central position
in the methodological framework. Dimension 2 refers to three aspects of
speaking competence presented as three interconnected triangles. These are
a) knowledge about language and discourse, b) speech enabling skills, and ¢)
communication strategies. Dimension 3 concerns the role of metacognition,
or thinking about thinking / learning in a learner’s speaking development.
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These three dimensions focus on language learners and underscore the
important place learners occupy in the conceptualization of any teaching
activities or curricula for speaking. The three dimensions are, in turn,
supported by the fourth and last dimension, which pertains to the role of
the teacher and materials. The four dimensions, and the interaction between
teachers, learners, and materials, provide the conceptual foundation for all
teaching and learning activities in the speaking classroom.

Dimension 1: Fluency, accuracy, and complexity

Fluency, accuracy, and complexity — features of learner speech production —
are the outcomes of learning (see Chapter 2). These outcomes occupy a cen-
tral position in the methodological framework. Fluency should be the target
for beginning learners and should continue to be the target as learners move
towards more advanced stages in their language acquisition. Fluency is
sometimes mistakenly thought to be the least challenging aspect of speak-
ing development. If learners can express meaning with few pauses and
hesitations, they are often considered to be fluent, even when they make
many grammatical mistakes. In this sense of the word, fluency should be
an attainable target in early stages of learning. While expressing meaning
is one measurement of fluency, it is different from the type of fluency that
native speakers or competent L2 speakers demonstrate. At these higher
levels of proficiency, fluent speech demonstrates mastery of form-function
relationships and is manifested in the accuracy and complexity of the lan-
guage produced.

Speaking is a combinatorial skill; that is, an ability to do various things
at the same time — attend to content, language and rules of use — all under
the constraint of limited cognitive processing capacity (Johnson 1996).
Greater fluency is achieved when learners process pronunciation and gram-
mar automatically, thus allowing more attentional resources to be used for
processing higher levels of communication, such as meaning, appropri-
ateness, and other sociolinguistic concerns (Segalowitz 2003). Achieving
the fluency of a competent speaker is the ultimate goal for many second
language learners.

Dimension 2: Components of speaking competence

Second language speaking competence comprises knowledge of language
and discourse, core speaking skills and communication strategies (see
Chapters 3, 4, and 5 again). These are presented in Figure 6.1 as three
interconnected triangles that form the main speaking-competence triangle.
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The three small triangles (labeled 2a, 2b, and 2c¢) surround the fluency,
accuracy, and complexity triangle (Triangle 1) and are in touch with one
another, indicating that the features are all interrelated. The main speaking-
competence triangle rests on top of two other dimensions for teaching
speaking (labeled 3 and 4).

Learning tasks should provide opportunities for learners to develop the
different features of speaking competence, which will, in turn, support
their overall speaking performance. Each type of speaking task demands
a specific kind of linguistic knowledge about form, meaning, and use. For
example, to tell a story, learners need to use verbs for describing events,
action, people, and time. They must also know the typical structure of a
narrative text (see Chapter 5) and learn how to adopt appropriate stress and
intonation to communicate details in the story (see Chapter 4). Speaking
tasks also require learners to use specific kinds of speaking skills (see
Chapter 3). Teachers should identify the skills as learning objectives
and select suitable techniques for developing the skills in the learners.
In addition, learners should learn to use communication and discourse
strategies where appropriate, for example, when they experience a gap in
their vocabulary knowledge, or when they do not understand what they
hear and cannot continue the conversation.

Dimension 3: The role of metacognition

The methodological framework acknowledges the importance of metacog-
nition in learning to speak in a second language. Metacognition, or thinking
about one’s thinking, is an important cognitive process that can be devel-
oped through instruction. It foregrounds the role of learners in developing
introspective awareness and control of their learning processes and plays a
key role in the success of language learning (Wenden 1998; Chamot 2005).
Metacognition enables learners to reflect on the process of their learning to
speak a second language, as well as enabling them to manage their own per-
formance, emotions, and language development. It comprises three types
of knowledge: person, task, and strategy (Flavell 1976; Wenden 2001).
Besides manifesting itself as self-knowledge about learning, metacogni-
tion also has an executive function. It enables learners to control and manip-
ulate the way they think and act through three cognitive self-management
processes. These are planning, monitoring, and evaluating. Language learn-
ers who are metacognitively aware are self-directed and can better take
charge their own learning processes (Wenden 1991, 2001). An important
part of speaking instruction should, therefore, be in the form of raising learn-
ers’ metacognitive awareness through introspectionand guided self-directed
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learning. Learners should be encouraged to plan, monitor, and evaluate their
speaking development. They should also develop greater knowledge about
themselves as second language speakers, and greater understanding of the
demands of various speaking tasks and effective strategy use, as identified in
the table above. Learners who are aware of useful strategies for developing
their speaking abilities are also more likely to use these strategies.

In the speaking classroom, teachers can help learners become aware
of their own learning and communication processes by engaging them
in dialogues about their experiences, knowledge, and strategies. Together,
learners can co-construct further understanding of how to become better L2
speakers. In addition, learners also need to develop effective communication
strategies to overcome gaps in their language and to enhance the way they
convey their message. We should, therefore, set aside specific time to help
learners reflect on their learning, as well as help them learn to use strategies
relevant to various speaking tasks. These ideas are elaborated upon in
Chapter 11.

Dimension 4: Methods for organizing classroom-learning
activities

The fourth and last dimension of the methodological framework shows how
learning activities can be organized and forms the base of the large triangle.
It draws on principles of task-based learning, part / whole practice, and
planning and repetition, and applies these principles to language learning
activities for speaking.

TASK-BASED LEARNING

The communicative methodology has been widely adopted in language
teaching, and one interpretation of itis found in task-based learning. Skehan
(1998b: 268) describes task-based learning as “the way meaning is brought
into prominence by emphasis on goals and activities”). Willis (1996, 2005)
has characterized task-based learning as follows:

* A task is an activity in which the target language is used for a commu-
nicative purpose, in order to achieve an outcome.

e The principal focus of tasks is on exchanging and understanding
meaning.

* The outcome of the task can be shared with other learners.

* A focus on grammatical forms comes after the task has been completed.
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What are the benefits of task-based learning? According to Candlin (1987),
tasks engage learners on both cognitive and affective levels because
they:

* Encourage learners to attend to meaning and to purposeful language
use.

* Give learners flexibility in resolving problems their own way, calling on
their own choice of strategies and skills.

* Involve learners whose personalities and attitudes become central.

* Make learning challenging, yet not excessively demanding.

* Raise learners’ awareness of the processes of language use, by encour-
aging them to reflect on their own language use.

The framework proposed in this book reflects the following principles with
respect to using tasks for speaking:

* Increase the frequency of whole-task practice.

* Complement whole-task practice with learning activities that focus on
linguistic knowledge and core speaking skills.

e Conduct language-focused and skill-focused activities at appropriate
stages of a teaching and learning sequence; hence, not limiting them to
the post-task stage, as suggested by Willis (1996).

In Willis’s task framework, there is a language-focus activity after the com-
municative task. In doing the communicative task first, Willis argues, learn-
ers would have noticed the gap in their knowledge and would, therefore,
realize the need to learn the related forms. In our framework for teaching
speaking, the flexible positioning of the language- and skill-focused activ-
ities maximizes opportunities for learners to attend to, or notice, important
components of language and skills (Schmidt 1990). This flexibility also
helps to minimize the cognitive demands learners face during speech pro-
cessing, thus lowering their stress and anxiety. Moreover, through various
metacognitive activities, teachers can help learners become aware of their
need for language and skills before a task.

Think about it

Examine the speaking activities used in three consecutive chapters or units in a
language course book. How are the activities organized? You can draw a diagram
to illustrate the organization if that helps.
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PART-SKILL / LANGUAGE LEARNING AND WHOLE-TASK PRACTICE

Language use is a complex cognitive skill. It consists of smaller parts
of knowledge, sub-skills, and strategies, all operating simultaneously and
interdependently to achieve communicative goals (Johnson 2005). Like
all complex skills, the ability to use oral language for communication
improves when more of the cognitive processes underlying the use and
the combination of various sub-skills are automatized. There are benefits,
therefore, in teaching some skills and language items separately, rather than
altogether, as a whole, in the hope that learners will “pick up” some of these
skills or language. Johnson (2005) noted that it is necessary and feasible to
divide complex skills into smaller parts, and this is true of speaking, which
comprises many different enabling skills.

Clearly, part-skill practice has a role, and it can be used before or after
whole-task or free practice. The “parts” in speaking, however, are not lim-
ited to just core speaking skills, but include grammar, vocabulary items,
and discourse knowledge. “Part” practice refers to activities where learners’
attention is focused on one or more of these areas. We do not recommend,
however, including too many areas in one lesson. “Whole-task” practice
refers to activities that encourage learners to express meaning in commu-
nicative contexts. These are typically speaking tasks we conduct to help
learners develop their fluency early on. We will discuss these points further
in Chapter 9.

The methodological framework that Littlewood (1992) proposed is a
good example of the usefulness of a part / whole approach to teaching
and learning speaking. With regard to sequencing of learning activities, he
appeared to value putting part-skill (controlled) practice before whole-task
(free) practice. Nevertheless, he suggested that it might also be necessary
to have whole-task practice preceding part practice. The framework pro-
posed in this book advocates that learners complete whole-task practice
at least once before they engage in part-skill practice. This is a feasible
approach for communicative tasks involving pairs or small-group work.
Nevertheless, in more complex types of tasks, such as oral presentations,
narrative productions, and talks, an additional part-practice may be nec-
essary before whole-task practice. There are at least five ways in which
part /whole practice can be sequenced in speaking lessons. See Figure 6.2.

In language- and skill-focused activities, we should draw learners’ atten-
tion to “parts” of oral language that are necessary for fluent and accurate
execution of the speaking tasks. In addition, we need to help learners
focus on selected speaking skills and help them analyze how these skills
are used by competent speakers. This is a vital aspect of teaching speaking.
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1. Whole task —» Part

2. Whole task [— Part —» | Whole task

3. Part —» | Whole task

4. Part — | Whole task —» Part

5. Part —® | Whole task —» Part —> Whole task

Figure 6.2: Possible sequences of part-skill / language and whole-task practice
for teaching speaking.

Many language learners do not have the benefit of sustained periods of com-
municating with expert speakers, where they can notice language, receive
input and feedback, negotiate meaning, and produce modified output. This
focus on directed-attention is based on the theory of language learning as a
cognitive skill (Johnson 1996; Skehan 1998a), where noticing language is
an important part of that process.

PLANNING AND REPETITION

Speaking processes can create a tremendous amount of cognitive load, not to
mention stress and anxiety, for language learners. Some learners may expe-
rience these negative and often debilitating emotions even when engaged
in routine classroom tasks. It has been reported that by modifying the way
tasks were normally conducted in a speaking class, teachers were able to
indirectly help learners increase the complexity in their oral language, and
improve fluency and the quality of content (Bygate 2001; Foster & Skehan
1996). In this section, we will discuss the role of pre-task planning and task
repetition for developing speaking.

Pre-task planning

The quality of the language and skills that learners demonstrate during
speaking activities is heavily influenced by the cognitive constraints that
the learners face. Low-proficiency learners may speak haltingly, producing
short utterances with little content. When they attempt to include richer
ideas in their speech, their utterances may be grammatically inaccurate. If
we compare this type of production with producing writing, it is often the
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case that in writing, learners first have the benefit of discussing their ideas
with classmates or a teacher. They can also try out different ways of writing
down their meaning. In speaking, however, pressure or lack of time and the
transient nature of speech is invariably a challenge for most learners.

[t seems reasonable to infer from this comparison between writing and
speaking that when learners have more planning time, they should be able
to perform better in a speaking task. Not only would they speak with fewer
hesitations, but given time to conceptualize and formulate their messages,
they would also incorporate more accurate language forms of the target
language. Studies have shown that pre-task time for strategic planning has
an effect on all three dimensions of fluency, accuracy, and complexity in
learners’ speech production, but the results for accuracy have been mixed
(Ellis 2005). On the whole, pre-task planning gives learners the “mental
space” to pay attention to language form when expressing their meaning,
and has clear, positive effects on fluency and complexity (Foster & Skehan
1996; Ortega 1999, 2005). According to Skehan (1998), pre-task strategic
planning can have the following effects on some learners’ oral language
performance:

* Improved complexity in selected tasks.

* More complex content as a result of deeper interpretation of task
demands.

* More experimentation with complex or new forms to express complex
ideas.

* Better monitoring during task performance.

e Greater fluency.

For teachers, it is important to recognize that pre-task planning is aimed at
decreasing the cognitive load that language learners face when they need to
attend concurrently to form and meaning, thereby freeing their attentional
resources for improving their overall performance. This improvement is
more readily seen in the fluency and complexity of learners’ speech, and less
so in accuracy. Teachers may, therefore, find that it is necessary to include
language-focused activities in speaking lessons, so as to encourage learners
to notice the language that is needed for performing certain speaking tasks.

Discuss it

Do you usually plan what you will say when you have to speak in a second language?
Describe occasions when planning was necessary. How did you use the planning
time? Was it useful? Share your experiences with other colleagues. (If you do not
speak a second language, interview colleagues who do.)
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Task repetition

Task repetition is the repeated use of the same or a similar communication
task with the same or different people (Bygate 2001). As a teaching proce-
dure, task repetition exploits the benefits that are afforded by rehearsals of
skills and presentation of knowledge. When learners are frequently exposed
to similar tasks and contexts for carrying out a task, they become familiar
with the demands and may perform better in each subsequent task. The
improvement comes from the fact that they no longer need to pay attention
to every detail of the task, and this can help prevent their cognitive resources
from being overstretched.

As we have already mentioned elsewhere in this book, one problem with
learning a second language is that the spoken language lacks perma-
nence and is unpredictable. To provide some stability to the learning
and use of oral language, teachers need to provide opportunities for learn-
ers to consolidate the linguistic knowledge and speaking skills they have
been exposed to in each task. When they do the task the first time and
repeat it a second time, the first performance acts as a rehearsal for the sec-
ond. Rehearsal is related to the now widely accepted concept of schemata,
or prior knowledge, which facilitates learning and memory (Rummel-
hart 1980). When learners repeat a task, they have, by then, developed
some knowledge of the relevant language, content, and task routines for
accomplishing it. By increasing the frequency of whole-task practice, we
ensure that learners’ skills at combining different components of their
speaking competence can become increasingly automatized through each
rehearsal.

When a task is repeated frequently, language learners’ limited cognitive
capacities are freed up for other more demanding aspects of the task. When
learners find themselves repeatedly in similar communication situations,
they will develop more and more prior knowledge about the structure of
certain discourse types, or genres, as well as the vocabulary and grammar
needed for accomplishing the tasks. Learners who repeated tasks, according
to Bygate (2001), were also able to produce improved narrative structures.
An interesting experiment by Lynch and McLean (2000) made use of a
“poster carousel” task. Students stood by their posters and explained them
to each “visitor” and, at the same time, answered questions. The recycling
of language and content had a positive effect on the accuracy and fluency
in their spoken performance. Repetitions of task have been shown to help
learners develop:

* QGreater fluency.
* More idiomatic and accurate speech.
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e Better framing of narratives.
* Greater grammatical and lexical accuracy.
* Greater language complexity.

Discuss it

Have you ever asked your students, or witnessed a teacher asking students, to
repeat a speaking activity that they have completed? If you have, what was the
result? Were the students interested in repeating the task? Did they seem to improve
in terms of language produced?

Summary

In this chapter we have proposed a methodological framework to offer a
principled approach for developing language learners’ speaking abilities in
a holistic manner. The framework accounts for the overall desired outcome
of speaking instruction, which is to help learners achieve fluency, accuracy,
and complexity in their speaking performance. It foregrounds the compo-
nents of speaking competence that must be developed to achieve this goal:
linguistic knowledge, core speaking skills, and communication strategies.
In addition, the framework highlights the important role that metacognition
plays in language learning and points ahead to ways in which we can help
learners develop metacognitive knowledge and skill in effective speaking.
Finally, three principles for organizing learning activities are presented:
part / whole practice, planning and rehearsal, and task-based learning. The
framework also accounts for the roles played by the teacher, the learner,
and the materials in ensuring the successful teaching of speaking. Based
on this framework, we suggest the following pedagogical considerations,
which will be discussed in detail in the next chapter:

a. Learners’ speaking performance can be enhanced through pre-task
planning and task repetition, which reduce cognitive load during
speech processing. Activities that help learners develop metacogni-
tive knowledge and self-management of their speaking and learning
processes, as well as helping them know how to use communication
strategies effectively, should also feature in the lessons.

b. Both part-practice activities and whole tasks are necessary to facilitate
the automatization of various components of the complex skill of
speaking. Speaking lessons should include opportunities to focus on
grammar, vocabulary, and pronunciation at appropriate stages of a
learning sequence.
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Group-learning tasks

1. Select three different coursebooks published in the last 1020 years for
teaching second language speaking. Using Burns’ (1998) categoriza-
tion of teaching approaches, identify and comment on the dominant
approach adopted by each book.

2. Select a speaking activity from the materials you have used, or from
any published coursebooks.

a. In a small group, explain to one another what theoretical and
pedagogical principles might have influenced the way your selected
activity was planned. Refer to specific aspects of the activity to
substantiate your observations.

b. Metacognition plays an important role in learning. Do the activi-
ties you have selected develop learners’ metacognitive knowledge
about learning to speak a second language? If you think they do,
which dimensions of metacognitive knowledge does each activ-
ity focus on? Make relevant notes for each activity by referring
specifically to the appropriate column(s) below:

Person Task Strategy
knowledge knowledge knowledge
Activity 1
Activity 2
Activity 3

c. When everyone has completed the grid above, compare the activ-
ities, and identify the activity that may be most or least effective
for helping your learners develop their speaking abilities.

3. Observe a lesson on speaking, and examine the implicit assumptions
that the teacher makes about teaching speaking and learning to speak.
Evaluate the lesson and the tasks and materials used, based on your
understanding about teaching speaking obtained from the chapters
you have read in this book so far, including this one.
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7 A model for teaching speaking

Teaching speaking is a principled and systematic endeavor. This chapter shows
how the principles embodied in the methodological framework are translated into
a pedagogical model for classroom implementation. It will answer the following
questions:

1. What kinds of activities provide learners with a holistic experience for developing
their speaking?

2. How should these activities be sequenced, and what kinds of materials are
needed?

3. How can teachers develop a series of lessons that focus on speaking?

The following topics are addressed:

* A teaching cycle for developing students’ speaking.
* Steps for planning with the cycle.

Introduction

Many language teachers recognize the importance of speaking and take
great pains in organizing activities for learners to practice their speaking.
Many of these activities, however, do little more than set up contexts and
opportunities for oral interaction. While learners spend more time talking
with one another in the target language, they do not necessarily learn how
to speak more effectively. One of the reasons is that, unlike the teaching of
writing and reading skills, teachers are often not guided by any particular
model for teaching speaking. As a result, learners develop their abilities in
a random or incidental manner.

Based on what we have discussed in the earlier chapters, we propose that
teachers should aim to help learners develop their speaking competence by
encouraging them to do the following:

» Use a wide range of core speaking skills.

* Develop fluency in expression of meaning.

* Use grammar flexibly to produce a wide range of utterances that can
express meaning precisely.
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e Use appropriate vocabulary and accurate language forms relevant to
their speaking needs.

» Understand and use social and linguistic conventions of speech for var-
ious contexts.

» Employ appropriate oral communication and discourse strategies.

* Increase their awareness of genre and genre structures.

* Increase their metacognitive awareness about L2 speaking.

e Manage and self-regulate their own speaking development.

In this chapter, we present a teaching cycle that can guide the planning
and sequencing of learning activities to develop your students’ speaking
competence. We will also show how the cycle can be used for planning
a series of speaking lessons or a unit of work that focuses on speaking.
The principles specified in the methodological framework in the previous
chapter are applied through the cycle so that the teaching and learning of

A speaking is made explicit to both teachers and learners.

be Think about it
‘

Select a chapter or a unit of work from a coursebook where speaking activities are
used. Consider how these activities may or may not help learners develop their
speaking in the ways highlighted in the bulleted points above.

s e
-
[
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A teaching cycle for developing students’ speaking

Many speaking activities in the classroom are transient and occur as stan-
dalone or one-off activities. There is little overt attention paid to the process
of learning about speaking, and the outcomes of the activities are not always
documented. As a result, learners often may not understand or recall the
purpose of a speaking activity, and are not able to say what it is that they have
learned. Figure 7.1 shows how a series of learning activities are sequenced
in the cycle. At each stage of the cycle, the teacher’s role is crucial in
facilitating practice and learning, and providing input and feedback. Col-
laboration and dialogue among peers are incorporated into various stages
of the cycle so that learners not only benefit from working together, but also
get many opportunities to speak.

Every stage in the teaching cycle supports the broad developmental
objectives for speaking outlined in Table 7.1 on page 154. Some stages can
support more than one objective, and the teacher can decide which objective
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1.
Focuslearners’
attention on
speaking. .
7. 2.
Facilitate feedback Provideinputand /
onlearmning. or guide planning.

6.

3;
Directlearners’ _
reflection on Condutcat s’s(peaklng
learning. s.
4

5. 4. !':

: Focus on language / tf

it~ discourse/ skills / &

strategies.

Figure 7.1: The teaching-speaking cycle.

is emphasized in a particular cycle by selecting or planning different learn-
ing activities. For example, Stage 4, which focuses learners’ attention on
features of the speaking task in Stage 3, can potentially help learners develop
better control over language, skills, or strategies. It would not be practical
or realistic, however, to address all of the objectives in one cycle, and so
teachers should focus on just one of them. If the aim is to help learners
acquire a particular communication strategy, for example, the use of feed-
back (see Chapter 5), learning activities that can contribute towards this
objective can be planned for Stage 4.
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Stage 1: Focus learners’ attention on speaking

In this stage, the teacher raises learners’ metacognitive awareness about
learning to speak in a second language. The focus of these awareness-
raising activities is one or more of three recognized types of metacogni-
tive knowledge: namely, person knowledge, task knowledge, and strategic
knowledge. Metacognitive activities at this stage can serve onc of the two
following purposes.

—————————
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Table 7.1: How the teaching-speaking cycle supports L2 speaking development

Stages in the instructional cycle
for L2 speaking development

Developmental objectives for speaking

1. Focus learners’ attention on
speaking.

e Develop metacognitive awareness
about L2 speaking.

o Self-regulate performance and overall
development.

2. Provide input and / or guide
planning.

e Acquire appropriate vocabulary and
accurate language form relevant to
speaking needs.

« Understand social and linguistic
conventions of speech and speakers’
roles and relationships for particular
contexts.

e Produce a wide range of utterances to
express meaning more exactly.

3. Conduct speaking tasks.

e Learn arange of core speaking skills.
e Develop fluency in expression of
meaning.

4. Focus on language / discourse /
skills / strategies.

e Acquire appropriate vocabulary and
accurate language form relevant to
speaking needs.

o Understand social and linguistic
conventions of speech for particular
contexts.

o Learn arange of core speaking skills.

e Employ appropriate
oral-communication strategies.

5. Repeat speaking tasks.

e Learn a wide range of core speaking
skills.

e Produce a wide range of utterances to
express meaning more precisely.

o Develop fluency in expression of
meaning.

o Employ appropriate oral communication
strategies.

6. Direct learners’ reflection on
learning.

¢ Self-regulate performance and overall
development.

7. Facilitate feedback on learning.

¢ Develop metacognitive awareness
about L2 speaking.
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Thinking about your experiences in learning to speak a second
language

it is important that you spend some time thinking about your own learning pro-
cesses. It will help you to have better control over how you learn to speak in
another language. You will also gradually become less dependent on your teacher.
To help you get started, here are some simple questions. Write short responses to
each one.

. When and how did you learn to speak English?

. What is your main reason for learning to speak English?

. What did you like most about learning to speak English? Was there anything
you did not like?

. Do you feel nervous or anxious when you speak English?

. What kind of learning activities do you like for your speaking lessons?

. What would you like your teachers to do to help you speak better English?

. What do you think you can do by yourself to improve your speaking ability?

. Ifyou are usually quiet in class, what can you do to participate more actively?

. How would you describe your speaking ability right now?

. Can you list three things about your speaking that you would like to improve?

WN =

O WOWNOOON

Figure 7.2: A learner’s self-observation sheet on speaking development.

ENCOURAGING LEARNERS TO PLAN FOR OVERALL SPEAKING DEVELOPMENT

The learners are given different types of prompts to encourage them to think
about the demands of learning to speak in a second language and how they
can prepare themselves for it. This is best done at the beginning of a course
or a unit of learning. Figure 7.2 is an example of a practical task that can
be used to encourage learners to plan for overall speaking development at
the start of a course or program. Very low-level students could be allowed
to answer these questions in their native language.

The questions in Figure 7.2 can also be modified to help learners manage
any negative emotions before they prepare to approach a specific speaking
task.

PREPARING LEARNERS TO APPROACH A SPECIFIC SPEAKING TASK

The prompts used for this purpose focus on the speaking task that has been
planned for the teaching cycle. Through responding to the prompts, learners
prepare themselves by familiarizing themselves with the outcomes of the
task and by considering strategies they need to complete it. The prompts
can also be used to activate learners’ knowledge about the demands of the
task. Figure 7.3 is an example of how teachers can activate learners’ prior
knowledge for a speaking task in order to facilitate conceptualization and
formulation in speech production (see Chapter 3 again).
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Thinking about the overall structure of a spoken text of genre

In the speaking task that you will be doing, you have to speak for about two minutes
to your group members on one of the topics listed below. What would you say for
each topic, and how would you organize your information differently for each one?
Write out your points or ideas for each one clearly.

1. Explain the process of applying for a passport in your country.
2. Compare a place you like with another that you dislike.
3. Narrate your favorite childhood story.

Figure 7.3: Activating prior knowledge of genre for a speaking task.

Stage 1 may take anywhere from 10 minutes if completed individually, to
20-30 minutes if learners are asked to share their thoughts and observations
with others. This stage could also be done before class as preparation for
Stage 2 below, and other stages that will be conducted in class. For further
discussions of activities for Stage 1, please refer to Chapter 11.

Stage 2: Provide input and / or guide planning

Speaking in a second language can create a great deal of anxiety for lan-
guage learners. Some learners also experience cognitive overload as they
try to attend to content and language demands when they speak. For these
reasons, it is useful to include a stage where the learners can receive some
support for the speaking task that they are about to do, or where they can
be given time to plan what they are going to say and how they are going to
say it. The purposes of this preparation stage include:

1. Introducing or teaching new language.

2. Increasing the chances for restructuring, or reorganizing, learners’
developing linguistic knowledge.

3. Mobilizing, or activating, learners’ relatively new linguistic knowl-
edge.

4. Recycling, or reactivating, learners’ specific language items for the
task.

5. Easing learners’ processing load by allowing them to clarify ideas
and content for the task.

6. Pushing learners to interpret tasks in more demanding ways and use
language to express more complex meanings.

(Skehan 1998a: 137-139.)
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By including this stage before the actual speaking task, teachers can scaffold
learners as they prepare to meet the demands of the speaking task. Maybin,
Mercer, and Steirer (1992: 188) explain the concept of scaffolding as:

Not just any assistance which helps [learners] accomplish a task. It is help which
will enable [learners] to accomplish a task which they would not have been quite
able to manage on their own, and it is help which is intended to bring [learners]
closer to a state of competence which will enable them eventually to complete
such a task on their own.

One type of scaffolding that can be used in speaking tasks is vocabulary
support, which can reduce learners’ cognitive load so that they can direct
more attention to using their available grammatical resources for com-
pleting the task (Willis 1994). Other forms of support include content, or
information, that learners need to complete a task effectively. For exam-
ple, if a speaking task requires learners to talk about their favorite authors,
teachers can give the learners some time to find out more about the authors
by reading up about them in the library or by consulting Internet sources.
Learning more about factual details needed to accomplish a task is also a
way in which learners can learn new vocabulary in a contextualized manner,
and use it in their speech. Teachers can also scaffold learning by talking
about their own favorite authors before the students do their task. In addi-
tion, teachers can explain how they themselves have prepared for this task.
By modeling how a competent speaker accomplishes the task, teachers will
show, in tangible ways, how the learners can work towards accomplishing
their tasks.

Another type of activity in Stage 2 involves the learners in doing some
planning for themselves. Teachers can guide them by identifying features
of the speaking-practice task that may be challenging for them. If learners
are going to participate in a dialogue or a discussion task, they can consider
communication strategies that they can use if they meet with problems
during the interaction. Planning is usually needed for complex, rather than
simple, tasks. For example, if learners are to carry out a simple information-
gap activity, such as completing a text by filling in the blanks with words,
they may need nothing more than to review the key phrases to use when
asking for clarification and repetition. If, on the other hand, they have to
plan a short formal talk to explain a procedure (a genre that has the purpose
of giving instructions), or a discussion (a genre that has the purpose of
giving both sides of an argument), they will need time to plan the contents
and the language (see Figures 7.4 and 7.5 as examples). Depending on
the particular group of students, the teacher may need to circulate and
help them come up with specific language they may wish to jot down.

L—'——————~ |
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Explaining a procedure or process: planning and rehearsing

Part 1: Guidelines to help you prepare for the task

1. Identify a topic you are interested in or know quite a lot about (e.g., how to make
your favorite fruit salad).

2. Write the main points you want to cover in the space provided below:
a.
b.

C.

3. Write down a phrase or an expression you would use to show that you will be
moving from Point A to Point B, and then on to Point C.
a.
b.
Ch

Part 2: Rehearsal (optional)

L
| Practice giving the explanation. Use the points you have made, and link your ideas
RI by using the signposting words you have just identified. Don’t write down everything
§ 5 you want to say, so that you can practice bringing in different points!
EL
t g: .‘;.. Figure 7.4: A pre-task planning guide for giving a talk
t ¢
-y
3. €0

L
L

- ! Planning for discussion: content and participation

In this lesson, you will be discussing The best city in the world to live in. The
following guiding questions are meant to help you plan what you can say during
‘ the discussion. Write down your answers after each question.

o |

1. Which country will you choose? Jot down three reasons for your choice.

L —— T — o
oo

2. When you are giving your reasons, what phrases or expressions will be useful to
help you present your views?

3. What would you say to members in your group if they...?
a. Disagree with you
b. Support your views
c. Do not explain themselves clearly
d. Make a good point

Figure 7.5: A pre-task planning guide for participating in a discussion.
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Chapter 11 gives further suggestions on how teachers can help students
prepare for a task.

Discuss it

How useful is planning time? What benefits do teachers and learners experience?
What challenges and problems should teachers watch out for? Can anything be
done to address these problems in advance?

=

Stage 3: Conduct speaking tasks

The purpose of this stage is to provide learners with context where they can
practice speaking through a communication task. The task should encourage
the learners to express their meaning with whatever linguistic knowledge,
skills, and strategies they have. In other words, this stage of the cycle ™
encourages learners to develop fluency of expression without having to pay
too much attention to accuracy of form. Their efforts are also made less

demanding by the teacher-guided or individual pre-task planning that has -
taken place in Stage 2. o)

Speaking tasks typically involve learners in some pair or group interac- E‘
tion. One of the basic principles for planning these kinds of activity is that, 1
in order to encourage learners to use the target language, we must create o
situations in which they experience a communicative need and personal ::

motivation to talk to one another. These situations are often in the form
of pair or group tasks where information or opinion gaps exist among the
various participants in the interaction (see Chapter 9 for examples of such
tasks). This sets the stage for oral communication to take place. Equally
useful speaking tasks include discussions and problem-solving tasks, as
well as talks or other kinds of extended discourse where one person does
most of the talking (see also Chapter 5 and Chapter 9).

s ma = aad

§

Stage 4: Focus on language / skills / strategies

A limitation of many lessons on speaking is the lack of attention given to the
explicit teaching of relevant language, skills, and strategies that contribute
to effective speaking. In fact, it is not unusual to find speaking lessons that
consist of only two of the seven stages proposed in the teaching-speaking
cycle covered in Figure 7.1. For example, teachers may provide some input
(Stage 2), which is followed by students working on a fluency-oriented task
(Stage 3), but that is where the activity stops. In some coursebooks, these are
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sometimes referred to as the pre-speaking activity and the speaking activity
respectively. Alternatively, we may find only the speaking activity (Stage
3), which may or may not be related to other parts of the chapter or unit of
work. For example, in a unit that has recycling as a theme, students may be
given a situation as follows: “You are members of the ‘Go Green Society’ in
your college. Discuss, in your group, how you can encourage the students in
your college to recycle and reuse their stationery and clothing.” Thus, while
language learners may be given an opportunity to practice speaking, there is
no scaffolding to help them complete the activity. The “learning” often ends
when the task is completed, and the outcomes are simply shared with the
rest of the class. More importantly, there is no follow-up or feedback that
helps learners develop explicitly their knowledge of the language, skills,
and strategies implied in the task.

Stage 4 of the cycle is aimed at addressing this limitation by creating
opportunities for learners to improve language accuracy, as well as enhanc-
ing their effective use of skills and strategies. In this stage, we draw learners’
attention to selected “parts” of the fluency task they have completed. The
parts include language features such as pronunciation, grammar, and text
structures, as well as vocabulary. Many of the features highlighted in Chap-
ters 4 and 5 can be examined more closely by learners at this stage. For
example, they can focus their attention on one of the following: the struc-
ture of a genre, discourse markers, or intonation features — thereby allowing
them to see how these areas are important for performing the speech func-
tions needed for the task in Stage 3. To focus on these areas, learners can
be asked to examine a transcript of the speech of a competent speaker
performing the task and to identify language features such as discourse
markers used to signal the different “moves” in the text. This activity can
help learners see how a particular type of discourse is organized and can
help them understand the function of grammar and vocabulary in achiev-
ing coherence. More on what can be done at Stage 4 will be discussed in
Chapter 10.

Stage 5: Repeat speaking task

At this stage, learners carry out the speaking task of Stage 3 again. The
difference between Stage 3 and Stage 5 is that learners have had a chance to
analyze and practice selected language items or skills during Stage 4, and,
therefore, have been able to apply this knowledge in order to enhance their
performance. Repetitions could be carried out in various ways. Bygate
(2005) recommends repeating parts of the original task or repeating the
entire task, which can be carried out by having students change groups or

=
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partners. Alternatively, teachers could introduce a new task that is similar
to the one the learners have just done. For example, instead of the topic
used in Figure 7.5 above, learners could be asked to give instructions about
a topic of their own choice. Thus, they would be rehearsing a procedure
genre again, but, this time, with a new focus.

The benefits of task repetition have been highlighted in the previous
chapter. Critically, since the task has already been carried out at least once
in Stage 3, task repetition, because of reduced cognitive load and the bene-
fit of “rehearsal,” can facilitate automaticity in combining various types of
linguistic knowledge and skills. Besides the obvious cognitive advantage,
task repetition also enhances learner affect. By allowing learners to repeat
a task, we offer them an opportunity to build on earlier attempts where
communication may not have been completely effective. Being able to re-
vise performance in this way can lead to greater confidence. Because learn-
ers have had at least one attempt at a task, they have greater awareness of
what to expect and what is expected of them. Getting a second chance to
do something right can be immensely motivating for many learners. For
further discussions of activities for Stage 5, please refer to Chapter 10.

Try it

Select a speaking activity from a coursebook, and carry it out with another col-
league. Record your own speech production. Carnry out the same activity again a
day later, and record yourself. Do you notice any differences in the way you per-
formed in terms of content, fluency, and accuracy? Explain what the differences
are, and why you think they exist.

Stage 6: Direct learners’ reflection on learning

The activities in the cycle continue with learners’ reflections on their learn-
ing experiences. Unlike Stage 1, which directs learners’ attention to the
task of L2 speaking, Stage 6 encourages learners to self-regulate their
learning through monitoring and evaluating what they have learned from
the preceding stages. It is also an opportunity for learners to consolidate
their new knowledge about language, skills, and strategy use. Reflection
need not always be an individual effort. Teachers can encourage learners
to think about their learning in pairs, or even in small groups. Individual
and group reflection often has a cathartic effect on learners who may be
feeling stressed and anxious, and think that they are the only ones feeling
that way.
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Learners’ reflection should be guided by different types of metacognitive
knowledge, described in the methodological framework in Chapter 6 and
Chapter 11. Reflection can focus on one or more of the following points:

Demands of the speaking tasks that learners have become aware of.
The strategies that are useful for meeting the demands of the task.
Learners’ informal assessment of their capabilities and performance.
Areas of their performance that show improvement.

Areas to be further improved.
Plans for improving specific areas.

Learners could also be encouraged to draw on their experiences and to
consider how they could prepare themselves for future tasks of a similar
nature, whether these tasks are in the classroom or in communicative
contexts outside the classroom. Figure 7.6 gives an example of the general
prompts that can be used for Stage 6. These prompts can be given to learners
as handouts to complete. Alternatively, they can be given to learners as
headings to be used in their journals. Teachers can also encourage students

—]

Evaluating my speaking performance

1. In this week’s lessons, | learned to do the
following in spoken English:

2. | also learned to use the following useful
expressions that can help me speak more
effectively:

3. This is how | feel about my learning this week:

a. | am confident that | can do this again. ( )
b. | am not very confident that | can do this
again. ( )
c. | am still unsure about what | have to say
and do in such a situation. ( )
. | still feel anxious about speaking. ( )
e. | feel less anxious about speaking. ( )

b

Put a check (,/) next to the sentence that best
describes how you feel right now.

Your teacher’s / classmate’s response

Figure 7.6: Prompts for learner reflection on learning.
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to start a blog to express their thoughts about their experiences in learning
to speak a second or foreign language. The use of audio blogs is becoming
popular, too, and can be an effective way of combining speech production
with reflection (Tan & Tan 2010). This stage of the teaching-speaking cycle
is individual work and can be completed at home or in class.

Stage 7: Facilitate feedback on learning

In this final stage of the teaching-speaking cycle, the teacher provides
learners with important feedback on their performance in earlier stages of
the cycle. In large classes, it is often impossible to monitor student learning
and give immediate feedback to every student. However, as students have
had to record their thoughts in Stage 6, it is now possible to offer some
personal feedback based on what individual learners say or write about
their own learning experiences. This feedback can take many forms, and
the teacher does not always have to be the one giving it. Learners can also
be guided on how to give one another peer feedback. Generally, feedback
can take the form of:

» Comments or grades about an individual student’s skills and performance
from observation sheets used during the speaking task.

» Exchange of written individual learner reflections and comments on each
other’s progress and achievements.

* Consolidated comments from the teacher, based on written reflections
from the class.

» Written comments in students’ journal.

¢ Comments and informal assessment in learner blogs.

The prompts given in Figure 7.6 can be printed and given to learners at the
end of every cycle. The column on the right allows you to write comments
there. Students can also be asked to comment on one another’s reflections.
The feedback given can also be based on the students’ performance in a
spoken task that the teacher has been able to observe. See Chapter 12 for
further discussions about feedback in assessment.

Planning with the teaching-speaking cycle

The teaching-speaking cycle is not intended to be conducted and completed
in one or even two lessons. It is important, therefore, that teachers pace
each stage appropriately and not rush through any one of the stages. For
teachers who are familiar with the concept of a unit of work for syllabus
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Level:
Topic:
Speaking skills:

Language focus:

Pre-intermediate.
Introductions and talking about oneseif.

Introduce oneself and others formally and informally.

Respond to introductions.
Describe personal preferences.

Formulaic expressions for making and responding to introductions.

Strategies: Ask for clarifications and repetitions.
Duration: 180 minutes (including time for introduction and closure of lessons).
Estimated
Stage Activities time Resources
1. Focus Students write short responses to 10 minutes | Self-observation
learners’ questions about learning to speak in sheet / prompts; e.g.,
attention on | English. Figure 7.2.
speaking. | pacher tells the students that he / she
will collect the self-observation notes
at the end of the unit of work and will
read the notes before returning them.)
2. Give input Students prepare: 10 minutes | ¢ A pre-task planning
and guide o A short introduction of themselves. guide; e.g., Figure 7.4,
sl planning. e Some useful phrases for e Alist of vocabulary
{ introducing others, items based on the
} prompts.
X 3. Conduct a. Students introduce themselves to 20 minutes | Students own note s
~ - ) N
ey speaking each other in pairs. based on Stage 2.
o L - task. b. Next, they ask each other the
. questions they prepared.
L
! Ld 4. Focus on a. Students listen to an audio 40 minutes | o A recording by the
- " e language / recording or watch a video recording teacher or from
skills / of different people: another course book.
. strategies. « Making self-introductions. » Transcripts of the

A5Si
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« Introducing one person to another.

b. They identify and write down
expressions that are used for
making introductions and
responding to introductions,

c. Students listen again with the help
of the transcript, highlighting the
relevant expressions when they hear
them.

d. Teacher discusses with students the
differences between formal and
informal registers when making and
responding to introductions, and how
these are signaled by some
formulaic expressions.

e. Students listen to / watch the
recording again. This time, they are
asked to observe any gestures or
actions and routines that
accompany some of the
introductions.

recording.

Examples of

expressions that can

be highlighted are:

“Hi, my name is Z.”

“Let me introduce
you to Y.”

“Meet my friend, X.”

“It's my pleasure to
introduce X."

“Nice to meet you, X.”

Figure 7.7: Planning a unit of work using seven stages of the teaching-speaking

cycle.

_————————A

(continued)
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Activities

Estimated
time

Resources

5. Repeat
speaking
task.

a. Students in their pairs are matched
with another pair. One person in the
pair introduces himself / herself
briefly before introducing his / her
partner to the other pair.

. Students do an informal interview
activity to meet other members of
the class.

c. Selected students are asked to use
the information they obtained from
the activity to introduce a
classmate to their teacher formally.
(To maximize learner talk-time in a
large class, this can be done in
groups instead, with selected
students taking the role of the
teacher)

o

50 minutes

An adaptation of the
prompts in Stage 2.

6. Direct
learners’
reflection
on learning.

a. Students compare the way
introductions are made in English
and their first language.

b. They compare their observations
with a partners.

c. Students refer to their responses to
prompts in Stage 1 of this chart.
They change and add what they
have written.

d. Teacher collects the reflection
sheets to find out more about the
students.

20 minutes

« Reflection sheets

o Reflection
prompts; e.g.
Figure 7.6.
Figure 7.2 used in
Stage 1 can also
be modified for
this purpose.

7. Facilitate
feedback on
learning.

Teacher reads and writes comments
on the reflection sheets before
returning them to the learners.
Students consider how their learning
can be transferred to a new task in
another unit of work / series of
lessons.

Some prompts for
Stage 1 that build on
the learners’
experience in the
previous
teaching-speaking
cycle.

Figure 7.7: Planning a unit of work using seven stages of the teaching-speaking
cycle.

planning, it will be useful to think of a cycle as consisting of a series of
lessons based on a theme. Depending on the duration of each lesson in the
timetable, the various stages of the cycle may spread over an entire week
or less. Teachers can use the sequence in the cycle to focus systematically
on planning each stage, and on developing tasks and materials. Teachers
who teach from prescribed textbooks can also benefit from the principle of
organizing learning activities in the cycle by including additional materials
on the same topic and purposely repeating some of the activities. Figure 7.7
above shows how teachers can plan a unit of work. This planning can be
conducted at the start of a speaking or general language course.

[l
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Summary

This chapter presented a model for sequencing and conducting learning
activities to develop second language speaking in a holistic manner. The
teaching-speaking cycle translates theoretical and pedagogical principles
from the methodological framework and can guide teachers in planning
activities that engage learners at the cognitive and affective level. The
cycle consists of seven stages of classroom procedures. It can be used for
planning individual units of work in a speaking course or for adapting
materials you are already working with. It demonstrates how various types
of metacognitive-awareness, fluency, language, and skills-training activities
can be combined to optimize learning opportunities. The cycle emphasizes
the following:

1. The teaching of speaking should foreground the respective roles

memory. Activities that focus learners’ attention on language, skills,
and strategies are, therefore, an important part of teaching speaking.

5. Activities that help learners develop metacognitive knowledge and
self-regulation of their speaking and learning processes are also
needed to address affective and other cognitive demands of learn-
ing to speak a second or foreign language.

W played by the teacher, the learner, and the materials.
| 2. The main aim of speaking tasks is to help students develop the flu-
! ency of expert speakers, where meaning is communicated with few
t é_’ hesitations and in a manner that is appropriate for the social purpose
! o B of the message. This is achieved through the use of:

T e Accurate language and discourse routines.

e ‘c'.‘%‘... e Appropriate speech enabling skills.
) b= e Effective communication strategies.
] BT 3. Learners’ speaking performance can be enhanced through pre-task
o planning and task repetition, as these activities can reduce cognitive
i & load during speech processing.
T 4. Learning involves noticing key information and storing it in long term
!
!

F
4

By planning lessons according to the stages in the teaching-speaking cycle,
teachers can address all these concerns and provide valuable scaffolding for
learners as they engage in speaking tasks. Learners will not only practice
expressing meaning using their existing language resources, but they will
also receive timely input and guidance for improving their performance. In
the next chapter, a cycle that takes the product — the genre or text — as a
starting point will also be presented.

_————————J
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Group-learning tasks

1. Work in pairs to interview some language teachers. Find out from

them how they plan and conduct their speaking lessons. In particular,

find out how many of these teachers do the following:

a. Include the explicit teaching of language, skills, and strategies for
speaking.

b. Use activities for raising their students’ awareness about learning
to speak.

c. Repeat speaking tasks with the same group of students.

. Do this task if you have access to a group of language learners.

Adapt a speaking activity from a textbook by including some pre-

task planning by the students. After you have conducted this activity,

reflect on the following points:

a. How long was the planning time? Why do you think this amount
of time is suitable?

b. What was the purpose of the planning activity?

c. Did you guide your students in the way they should use their
planning time, or did you allow your students to use the time in
any way they liked?

d. Did pre-task planning have any apparent effect on your students’
spoken-language performance and overall behavior during the
task?

Interview a small number of students to find out how they used their

planning time and whether or not they think pre-task planning is

useful.

. Select one set of activities for speaking from a coursebook. Suggest

how you would modify these activities to incorporate the stages in

the teaching-speaking cycle. To help you get started, here are some
points to consider:

a. Do the activities support learners’ awareness of their speaking
development and provide adequate support for the demands of the
speaking task? Can you suggest an activity that would offer this
support if there is none?

b. Whatkinds of preparation, if any, are learners expected to do before
carrying out the main speaking task?

c. Identify one or two language features that can improve your stu-
dents’ spoken performance during this activity. What techniques
would you use to teach the language feature(s) you’ve selected?

d. How can the students be asked to repeat the main speaking task,
either in parts or in its entirety?
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Work with a colleague to label the stages in the teaching-speaking
cycle below. Then present your ideas to other course Participapg
using the stages in the teaching-speaking cycle as a template.

Further reading

Willis, D. (2004) Towards a new methodology, English Teaching Professional, 33,
4-6.

Richards, J. C. (2006) Materials development and research — making the connection,
RELC Journal, 37 (1), 5-26.

Riggenbach, H. (1999) Discourse analysis in the language classroom, Vol. 1: The
Spoken Language, Ann Arbor: The University of Michigan Press.

Van den Brandon, K. (2012) Task-based language education, In A. Burns and
J. C. Richards (eds.) The Cambridge Guide to Pedagogy and Practice in
Second Language Teaching, New York: Cambridge University Press.
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o} Planning a speaking course

In the previous two chapters, we looked at a holistic methodological framework and
a teaching speaking model that teachers can use to inform the teaching of speaking.
In this chapter, we broaden the discussion to focus on the steps and procedures
involved in planning and developing a speaking program. By program, we mean a
complete course or syllabus that is developed to assist students in learning more
about speaking and to heip them practice using their speaking knowledge and skills
over an extended period of time. This chapter will address these questions:

1. What features of the learner group need to be taken into account in planning a
speaking program?

2. What are the main elements that need to be considered in developing a speaking
program based on learner needs?

3. What key aspects must be taken into consideration when considering program
outcomes?

To answer the questions, we will highlight the following topics:

* A framework to inform program or course planning.

* The purpose of needs analysis, and how it affects placement decisions and the
setting of goals and objectives.

* The main elements involved in creating an appropriate syllabus for the learner

group.

The notion of program outcomes and how they can be evaluated.

These days, English-language teachers work in numerous diverse situations
all over the world. Learner groups in English Language Teaching (ELT)
are now extremely wide-ranging, covering the whole lifespan from pre-
school, elementary, and high school to tertiary and adult classes. In some
contexts, English classes are also offered to mature and senior adults who
might be learning English for the first time. After their initial training,
teachers may find themselves in all kinds of teaching situations for which
their pre-service courses did not necessarily directly prepare them. It is
very important, therefore, that teachers be equipped to become course
developers when necessary, as they may find themselves in new teaching

situations that require such skills. Graves (1996: 1) brings this possibility
\
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to the fore vividly when she describes a discussion she had with a teacher
attending her course:

One afternoon, a teacher came into my office to discuss an independent study.
“I have been asked to design an evening English course for adults in my town
in Nicaragua.” He paused and then continued, “I’ve never developed a course
before. Are there any guidelines? Is there a procedure to follow? Where do 1
start?” [ realized as I listened to him that I had heard these questions many times
before, from many teachers, the difference being the nature of each teacher’s
situation,

Although in many educational contexts, teachers are required to follow a
set syllabus or course book decided by the Ministry of Education, the School
Board, or the institution where they work, increasingly English language
teachers find themselves having to devise programs from the beginning.
They may be given a class and a coursebook and told to teach the students
in any way they like. Alternatively, they may be asked to devise a new
course for a group of students who hadn’t previously been taught English.
In this chapter, we respond to some of the questions posed by the teacher
in Graves’ example. Our focus is, of course, specifically on the teaching of
speaking, but the steps and processes we describe could also be applied to
other types of course development.

Think about it

What is the nature of your teaching situation? Do you have to work with a required
program or syllabus, or are you free to develop your own? How does your coursa
situation affect your teaching? What do you see as the advantages and disad-
vantages of the syllabus used In your situation with respect to the teaching of
speaking?

Program, course, curriculum, and syllabus

A range of terms is used to describe a plan for an extended series of lessons
involving teaching and learning. Program, course, curriculum, and syllabus
are all terms found in the literature. Often these terms overlap in confusing
and ambiguous ways. While the differences between them are often difficult
to tease apart, here we make some distinctions for the purpose of clarifying
our focus in this chapter.

Curriculum
A broad notion of all the activities involved in teaching and learning. These
activities include the content of what students learn, the methods by which
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they learn, the roles played by the teachers in their learning, the resources,
equipment and facilities used, and the formal and informal requirements and
processes used for assessment and evaluation and for further development
of the curriculum.

Program
The broad area of study in which students are enrolled, e.g., a business
English program, general English program, or certificate program.

Course

The term used for the particular focus of the various components in the
program, for example, a conversation course or a speaking-skills course.
- Within any course, there may be several components, all with separate
syllabi, that focus on particular content needed to make up a whole program.

Syllabus

A plan that outlines the areas to be covered in an entire course, typically

including rationale, content, topics, tasks, texts, resources, and evaluation.
The two terms we will mainly use as the focus of this chapter are course

and syllabus.

A framework for planning

The framework in Figure 8.1 below outlines the basic phases involved in
planning a speaking program. Although it seems to suggest a series of
separate steps; in fact, these steps constantly inform and have an impact on
each other. For example, assessment, in the sense of continually diagnosing
learner needs, is something that the teacher is likely to consider throughout
the course. The composition and backgrounds of the learner group will color
decisions about goals and objectives, as well as the type of course evaluation
that is appropriate for the learner group. The most effective approach is to
view the phases and steps in the planning processes as flexible, dynamic,
and intertwined. In the discussion below, we will address each of these
planning steps, in turn, as a way of responding to the kind of questions
asked by the teacher in Graves’ illustration referred to earlier.

The learner group

The essential starting point for any planning process is the learners them-
selves. Without a clear idea of the current knowledge and future aspirations
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Learner group
Learner needs ] Placement decisions

\/

Syllabus

N7

Goals / objectives

Lesson / activity sequencing | Materials
Outcomes
Assessment I Evaluation

Figure 8.1: Speaking program-planning framework.

of the learners, in terms of speaking in English, effective teaching and
learning are unlikely to be achieved. Even when teachers are required
to use a pre-set syllabus or coursebook, it is essential that they medi-
ate the teaching requirements from these documents to fit with learners’
needs. As most teachers are aware, learner groups vary dramatically in
their composition. In some situations, students may be from the same age,
gender, language, and national backgrounds, and the teacher can broadly
assume a common basis of social and cultural understanding of the class-
room situation as it relates to language learning. Elsewhere, classes may
be composed of students with diverse cultural and linguistic backgrounds,
of varied ages and current language abilities. In these circumstances, the
assumptions and expectations between the teacher and learners about what
constitutes appropriate learning, and what kinds of content and activi-
ties will be taught. may differ dramatically. It is important for the teacher
to become as familiar as possible with the nature of the class, the char-
acteristics of the students as a group and as individuals, their previous
learning histories, their expectations of the course, and their needs for con-
tinued language learning. One of the first steps in planning and designing
an effective speaking program will, therefore, be a diagnosis of learner
needs.

Learner needs

Needs analysis and needs assessment are terms both associated with the
gathering of information about learners at the beginning of a course of
study. While these terms are often used interchangeably, they do, in fact,
reflect a subtle difference in the ways information on needs is obtained
(Graves 1996). Needs assessment focuses on collecting information and
making formal or informal judgements, for example, on where learners
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are in their level of speaking ability as rated formally on an assessment
scale, informally through an interview, based on their previous experiences
of language learning, or the goals and aspirations they have in improving
their speaking skills. Needs analysis refers to the use that is made of the
information collected; that is, how it is analyzed for the purposes of refining
the syllabus and its contents, and for making decisions about what activities
or resources should be used.

Brindley (1989: 63) distinguishes between a narrow, or “product-
oriented,” interpretation of needs and a broad, or “process-oriented,” view of
needs. In the narrow view, the focus is more specifically on linguistic
aspects, such as learners’ current and future language use. The broad ap-
proach goes beyond language use alone to consider how the learner features
as an individual in the whole learning situation, which could be described as
a more socio-constructivist view of learning. Extending these ideas in order
to find “a happy medium,” Brindley makes a distinction between objective
needs and subjective needs.

Objective needs are “derivable from factual information about learners,
their use of language in real-life communication situations, as well as their
current language proficiency and language difficulties” (1989: 70). Subjec-
tive needs, on the other hand, are the cognitive and affective needs of the
learner in the learning situation, derivable from information about affective
and cognitive factors such as personality, confidence, attitudes, learners’
wants and expectations, and their given cognitive style and learning strate-
gies” (p. 70). To illustrate Brindley’s distinction in more concrete terms,
below is an outline of the kind of information that might be collected to
evaluate objective and subjective needs in relation to speaking development,
with examples to illustrate each point:

OBJECTIVE

* Learner background and experience (nationality, languages spoken, age,
gender, years of previous language learning, previous experience speak-
ing English). ,

* Previous experiences affecting learning (lack of opportunity, short-
course duration, life changes, such as attendance at multiple schools
or migration).

* Current proficiency in relation to a range of speaking skills and abilities
(recent test results / scores, performance on tasks, responses to questions
posed by the assessor or teacher, pronunciation skills).

 Broad purposes for developing speaking ability (to pass examinations,
for work, for study, for travel, for general communication).
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SUBJECTIVE

Attitudes towards learning English in general (level of enthusiasm, con-
fidence, previous learning experiences).

Attitudes towards speaking English (perception of future goals or
aspirations).

Motivation / investment in improving speaking skills (willingness to
perform in class, out-of-class practice strategies).

Feelings about speaking in English (anxiety, confidence, shyness).
Feelings about performing different types of speaking (transactional
speaking, class presentations, oral examinations).

Feelings about speaking with different interactants (with familiar /
unfamiliar native speakers, with other competent speakers, with other
students / friends or family members, with adults, with children, with
teachers or supervisors).

Preferences about how to learn (learning styles, learning strategies).

Brindley advises that identifying needs should not be a one-off event at

the start of a course, but an ongoing process of consultation and negotiation
between teacher and learners. A variety of procedures can be used at various
points in a course to assess learners’ spoken needs including interview,
diagnostic assessment, self-rating, observation, informal group discussion,
or asking learners to perform particular tasks. In assessing students’ current
level of spoken competence, teachers may find it useful to make recordings
of what speakers can currently demonstrate at various stages. Playing such
recordings to demonstrate to learners the progress they have achieved can
also be very motivating.

Frameworks for needs analysis

Various instruments can be used for assessing and analyzing information
about learner speaking needs. Here we provide some practical suggestions
that teachers can use for informal assessment.
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The framework below (Figure 8.2) is completed from the point of view

of the teacher making the assessment.

Speaking needs analysis checklist

Student name: Date:
Teacher name: Class:
Learner rating: Excellent Very good Moderate Poor

1. Answering personal questions. J g | O
2. Selecting vocabulary appropriate to the topic. O d d O
3. Asking questions appropriate to the topic. O O a O
4. Giving feedback. O O O O
5. Managing turns in the interaction. O O O J
Etc.

Action plan:

Figure 8.2: Framework for teacher speaking-needs analysis.

The next framework (Figure 8.3) is one that provides an opportunity for
learners to self-assess their needs. This kind of framework could be used
by individuals or by groups, who then reach a consensus on what is most
important for them.

The teacher can, of course, modify these types of frameworks by includ-
ing items on the left that match the teacher’s focus for assessment of the

Improving speaking
In this course | / we want to:

Very important Quite important | Not important

1. Improve fluency.

2. Use vocabulary more
accurately.

3. Ask and answer
questions appropriately.

4. Improve pronunciation.

5. Participate in tutorial
discussions.

6. Other. (Please indicate
your ideas.)

Figure 8.3: Framework for learner speaking-needs analysis.
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students’ current speaking skills within the aims of the course, and by
extending the number of items, as necessary.

The third example can be used by either the teacher or the learner. In
the center of the framework, the person completing the assessment writes
in the assessment focus. The focus can be on an individual learner or the
learner group, but it could also be on a situation in which the learner needs
to operate (e.g., a specific workplace, or community context), a particular
group the learner needs to communicate with (e.g. patients, in a course
for nurses), or a task or text the learner needs to be able to complete. The
person completing the framework fills in the components that are the most
important for speaking development in the current course. In Figure 8.4,
we provide two examples: the learner group, and the patients with whom a
nurse needs to communicate.

Narrative
- genrg: Gerre

Admitting
patients into
the ward.

strugtures.
Past tense
verbs.

: Giving
Question explanations Social
; : Learner Fluenc
intanation L ST o practicg | of medical | conversations.
praclice. * procedures.

Metacognitive

Adminisiering
strategy medication.

traisiing.

Figure 8.4: Needs analysis frameworks for learner group and communication
situations.

A framework can either focus on the most important three or four com-
ponents (as in Figure 8.4 above) or, alternatively, the number of circles that
form the “spokes of the wheel” can be considerably increased to identify
other needs (as in Figure 8.5, which shows communication needs for an ESP
course and emphasizes, through the thicker, blacker lines, the two situations
prioritized by the students).

——

Try it

Use the ideas above to create your own needs analysis Instrumant framework. f
possible, do this with collsagues with whom you can share the frameworks you
develop. Try out the frameworks with your class to see how affectively they work
and what kind of information they give you,
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Giving
end-ot-
course

class ]

t  presentations. 4

Working in 5 -
groups } .. . Participating
with in tutorials.
classmates. )

Academic

Interacting ~ speaking
with
lecturers
and tutors.

Making
administrative
inguiries.

Engaging
in casual Making
conversations liprary
with 3 inquiries.
k. classmates, 4 -

Figure 8.5: Analyzing needs through a communication network.

Placement decisions

Placement decisions are related to needs assessment and analysis, as such
decisions may be made on the basis of what emerges from these pro-
cesses. Separate placement tests are sometimes used to provide an initial
assessment of learners’ speaking skills. Informal placement tests may
consist of informal chats or introductions initiated by the interviewer,
selection of a topic or visual for the learner to talk about for a few
minutes, questions from the interviewer about a topic, questions from the
student to the interviewer about the course, or other matters relating to the
institution.

In some teaching situations, however, it is the case that learners will
be placed automatically, according to their progression in the school
system, their age, and the class grades in which they fall. In other circum-
stances, a placement decision will depend on what has been ascertained
about the students’ previous achievement, and current skills and compe-
tence in speaking, and what kinds of classes are available for the student
concerned. Teachers may or may not be involved in these decisions,
depending on whether the needs processes occur before, during, or after
placement.
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Considering goals and objectives

When the needs processes and decisions about appropriate learner place-
ment are completed, it is then necessary to consider the goals and objectives
of the speaking course.

Goals or aims are terms that are used interchangeably in course planning.
Here we will use the term goal. Developing goals means asking the question:
“What is this course for, and what are the learners expected to achieve?”
Goal statements are, therefore, broad and highlight the purposes of the
course in general terms, in order to indicate what the learners are expected
to achieve on the whole. Such statements outline the learning purpose,
the general guidelines for teaching and learning, the overall focus of the
instruction, and the general skills the learners are expected to acquire.
Examples of goal statements for a speaking course are:

» To develop the knowledge and skills for engaging in casual conversa-
tions.

* To acquire speaking skills for exchanging personal opinions.

e To develop spoken skills for use in academic study contexts.

* To acquire the ability to deal with inquiries in hospitality contexts.

» To develop speaking skills for seeking and obtaining employment.

» Todevelop the speaking competencies needed to pass the local authority’s
oral examination.

The course purpose; that is, the institution or school’s reason for offering
the course, influences what goals can be set and what specific aspects of
speaking skills should be included. In some teaching situations, courses
have a pre-determined focus, and the teacher is required to work within
that focus, as is frequently the case with English-for-Academic-Purposes
(or English-for-Specific-Purposes) courses. This is also the case with many
national or regional syllabus documents, where the goals of the program
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are already specified for the teacher. In other teaching situations, the course
purpose is more open-ended, and it is the teacher who must determine
the goals and objectives that allow students to reach particular learning
outcomes.

| Think about it

| What is the purpose of a course you teach? Are course goals already specified,
or do you need to determine your course goals yourself? If the latter, how do you
| go about satting goals? Write some goals for your course and discuss them with a

Objectives extend the overall long-term goals of a course by outlining
more specific ways to fulfill the purposes and the learning outcomes. Graves
makes a useful distinction between goals and objectives: “The goals of a
course represent the destination; the objectives, the various points that chart
the course towards the destination. To arrive at the destination, one must
pass each of these points” (Graves 1996: 17). One could say that the goals
represent the overall map of where the learner must go, and the objectives
show the route that should be taken.

There are a number of criteria to consider when creating objectives that
can make the task of planning the course easier for teachers. Objectives
should be:

» Clear: they set out the key points in the learning process clearly for both
teacher and learners.

e Realizable: they should be realistic in relation to the students’ speaking
competence and short-term needs.

* Achievable: they should be able to be achieved within the timeframe for
the course.

* Focused: they should highlight the aspects of speaking that will be of
immediate relevance to the students,

¢ Needs-related: they should be within the current capacity of students to
progress in their speaking competence.

These criteria should assist the teacher in setting objectives that are
accessible and understandable to their students, and which also take into
account where the students currently are in their speaking competence. The
duration of the course and frequency of instruction should also underpin the
objectives. Attempting to achieve outcomes that are too ambitious within
the time available will be demotivating for both teachers and learners.



180 Designs and approaches

Goal: To develop the knowledge and skills for engaging in casual conversations.
Objectives related to knowledge
Students will develop their knowledge of:

® Cultural expectations about casual conversations.

® The role of casual conversation in the culture.

® Relevant conversationa] topics considered appropriate in the culture.

® Speaker and listener roles in casual conversations.

* How casual conversations are structured to achieve a particular social
purpose.

* How vocabulary and grammar function in particular kinds of casual spoken
interactions.

Students will develop the skills to:

Initiate a topic in a casual conversation,

Select vocabulary appropriate to the topic.

Give appropriate feedback responses.

Provide relevant evaluative comments.

Take turns at appropriate points in the conversation,

Ask for clarification and repetition,

Use discourse strategies for repairing misunderstandings.

Use discourse strategies to close a conversation.

Use appropriate intonation and stress patterns to express meaning intelligibly.

Figure 8.6: Learner knowledge and skills objectives.

Also, objectives should not aim to exceed what is within the students’
learning capacity. If objectives and activities are too demanding, given the
students’ current speaking abilities, the students are not likely to achieve
the anticipated outcomes.

The process of arriving at objectives involves asking what specific things
learners need to know or do to arrive at the overall goal. If we take one of
the broad goals above, we can consider the kinds of objectives that could
be developed. In the example above (Figure 8.6), we distinguish between
what learners need to know and what learners need to do.

All of the above objectives are stated from the viewpoint of learner
achievement. However, it is also possible to express objectives from the
teacher’s perspective:

The teacher will:

* Assist learners in appreciating the purpose of casual conversation in
society.
 Introduce learners to the concept of speaker and listener roles.
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 Sensitize learners to the types of topics commonly found in casual spoken
interactions.
* Develop learners’ fluency when participating in spoken interactions.

This list can be expanded. Again, it is possible to separate teaching objec-
tives in terms of knowledge and skills to be taught.

While goals and objectives are very useful in determining the direction
of the course, they have also been criticized on several grounds. Classroom
research has shown that many teachers do not formulate goals and objectives
at all, or not until they have taught a course at least once and are more
familiar with where their teaching is heading (Graves 1996). Goals and
objectives are not always easy to express, and teachers may have difficulty
articulating them. Other criticisms relate to the rigidity that might ensue
when teaching sticks closely to objectives and does not pursue other learning
opportunities that emerge. Some see objectives as trivializing teaching
and learning, and turning the learning processes into a rather mechanistic,
product-oriented exercise (Richards 2000). The position we take here is that
it is very useful for teachers to include goal and objective setting in their
course planning, but that both goals and objectives should be used flexibly
and, ultimately, with the essential speaking needs of the learners in mind.

The syilabus

The next phase in the planning process involves specifying the various
elements in the syllabus for the course. The syllabus consists of components
that should arise logically from the learning goals and objectives, and be
related back to them.

As we have suggested throughout this book, there is a very wide range of
determining factors related to the cognitive, metacognitive, linguistic, and
pronunciation components that can potentially be considered in a speaking
program. Graves (1996) draws on recent developments in the theory and
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Table 8.1: Elements to consider in developing a speaking syllabus

Participatory processes
Examples: problem posing,
experiential technigues.

Learning strategies
Examples: self-monitoring,
problem identification.

Content

Examples: academic
subjects, technical
subjects.

Culture

Examples: cultural
awareness, cultural
behavior, cultural

Tasks and activities
Examples: information-gap
tasks, projects, skills
needed for topic-oriented

Competencies
Examples: applying for a
job, renting an apartment.

knowledge. tasks, such as giving a
speech or making a
presentation.
Functions Notions and topics Communicative situations

Examples: apologizing,
disagreeing, persuading.

Examples: time, quantity,
health, personal
identification.

Examples: ordering in a
restaurant, buying street
maps.

Grammar

Examples: structures
(tense, pronouns), patterns
(questions).

Pronunciation
Examples: segmental
(phonemes, syllables),
suprasegmentals (stress,

Vocabulary

Examples: word formation
{(suffixes, prefaces),
collocation, lexical sets.

rhythm, intonation).

(Adapted from Graves 1996: 25.)

practice of curriculum and syllabus development to suggest that, apart from
the specific skills that characterize speaking (turn taking, compensating
for misunderstandings, or using cohesive devices), the elements in Table
8.1 are ones that should be considered in developing the content of a
syllabus.

The question of which elements to include in the syllabus is a challenging
one, and teachers are most likely to select from the components above,
making decisions that are based on learner needs, the curriculum they
are required to work with, the kinds of materials and resources they have
available, and the time allocated to the course. Graves points out also that
the elements above overlap; for example, cultural knowledge and awareness
would be important in a course on seeking employment, where students need
to understand the cultural factors implicit in applying for a job. Teachers
will need to make informed decisions about which of these elements to
focus on, what is achievable in the time available, and what will assist their
learners most.

Lesson / activity sequences

The lessons that make up the syllabus are unlikely to be planned as
stand-alone components. In a well-designed speaking program, skills and



Planning a speaking course 183

knowledge are built up from one lesson to the next. One way for teachers to
sequence lessons to meet the goals of building learning is to decide on the
basis of the unit of work, as we described it in Chapter 7. Here we consider
three starting points: a) topic, b) task, and c) text.

STARTING FROM A TOPIC

A unit of work (see Chapter 7) can be developed from topics of interest
to students, or from topics that are essential to their immediate goals. For
example, if the class is composed of teenage learners (Legutke 2012), the
unit of work can be designed around topics that the learners themselves are
most interested in, such as fashion, sport, music, film, using technology,
adolescent fiction / poetic texts, and drama. One way to involve learners in
the topics to be selected is to have them discuss their interests and then list
and prioritize in class which ones they wish to see included in the syllabus.
Teachers can ask questions such as the following:

What topics are students interested in?

What authentic, out-of-class contexts do students want to access?
Can 1 (or my students) obtain materials appropriate to this topic?
Are the speaking skills students will practice relevant for other topics?
Will the tasks selected for this topic allow students to recycle what
they have learned?

kN =

Topics can also be generated from current local or world events, which
are likely to be familiar to the students and for which a substantial amount
of material can be found at the time of the event. Figure 8.7 below is an
example of a unit of work for intermediate students that a teacher developed
on the topic of the soccer World Cup.

STARTING FROM A TASK

The relevance of task-based approaches to designing units of work was
discussed extensively in Chapter 6. Designing tasks and activities is for
most teachers the most obvious way to think about how they will go about
organizing their course content. Teachers inevitably ask questions like,
“What tasks and activities will the students do?”” and “What materials do I
need for these tasks?”” As already discussed, tasks focus on the performance
of an activity, in contrast to the language focus found in other approaches;
for example, PPP (present the structure, practice the structure, produce the
structure). In the latter approach, the task is the end point of the process (and
may frequently be Jeft out, in some classrooms, because of time pressure),



184 Designs and approaches

Learner group Teenagers
Topic The World Cup
Objectives. To discuss personal opinions about teams and players

participating in the World Cup.
To discuss the teams’ chances of winning the Cup.

To discuss events reported in the media about the World Cup.

Spoken skiils to be
developed.

Vocabulary related to sports (soccer).

Vocabulary appropriate to interpersonal relations with
other speakers. ,

Verbs and verb tenses for different functions:

® @Giving opinions.

* Presenting an argument.

* Supporting a point of view.

Skills for maintaining a spoken interaction:

* |nitiating a topic.

® Sustaining a turn.

*  Providing feedback.

* Expressing attitudes towards a topic.

* Closing a topic.

Classroom tasks.

Class discussion, group discussions, debates, role plays,
project work.

QOut-of-class tasks.

Internet / media searches for up-to-date reports (L1 / L2).

Figure 8.7: Example of a unit of work on speaking.

rather than the purpose of the learning process. Tasks put the emphasis on
fluency in the belief that the communicative nature of the task will promote

accuracy, extend learning, and refine speaking skills.

A unit of work based on tasks would allow for the linking and integration
of well-connected speaking activities that are related to real-world commu-
nicative situations. In the following sequence, all the tasks are related to

planning a trip.
Discuss Visit a Plan the trip | Go back to the Decide on Tell others
with travel and the dates | travel agency to | places of about your
friends / agency with your discuss flights, interest to plans for
family to get traveling accommodation, | visit when your trip.
where you information, | companions. | and costs. you get to
want to go. your

destination.
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In teaching a sequence like the one above, teachers can select from a
whole set of different task types, presented below with some examples. For
further discussions about speaking tasks, see Chapter 9.

Table 8.2: Exarnples of tasks for speaking

Task types

Examples

Presentations.

Ask learners to prepare a two-minute talk on their favorite
celebrity and present it to their group.

Project tasks.

Have learners work in groups to design a poster about a topic
they are all interested in. Get them to give a presentation
based on the poster to the rest of the class.

Research tasks.

Ask learners to search the Internet for good examples of ESL
students talking about how they learn English. Get learners to
discuss in groups which suggestions they would use. Ask
thern to present their conclusions along with their reasons.

Survey tasks.

Ask learners to work in groups to prepare a survey about their
favorite films. Get them to interview other learners and
present the results to the class.

Creative tasks.

Bring a variety of “dress-up” clothes to class (or ask learners
to do so). Help learners prepare for a class “fashion show.”
Get them to describe to the class what their partner is
wearing.

Role-play tasks.

Get students in an ESP class to prepare for future
professional roles. In a business class, have students play the
roles of professional and client, based on an authentic task
performed by the professional (e.g., an accountant advising a
client). If possibie, record the task using video, and play the
video back to the students.

Think about it

- knowledge?

What kinds of tasks do you use in your classroom or see used in a class you are
- famiiar with? How do the learners respond 1o these tasks? To what exent do the
tasks link together? How do they serve to bulld up learmers’ speaking skills and

As students progress through the linked sequences and the particular
tasks and activities that accompany them, teachers can monitor their stu-
dents’ spoken production and look for instances where some speaking skills
may need to be recycled through extension tasks. Giving students opportu-
nities for further practice of some strategies or structures enables them to
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improve fluency and accuracy as they go along. See Chapter 10 for activities
that help students to do this.

STARTING FROM THE TEXT

Whereas task-based approaches to planning content tend to focus on the
processes of speaking, a text-based approach takes the product, the genre
or text, as a starting point. In Chapter 5 we discussed genres of speaking,
and a text-based approach is underpinned by the concept of genre. Text-
based approaches first identify the interactional and transactional texts that
are important to learners’ goals and needs. They then focus the learners’
attention on the overall structure of the text, the linguistic patterns that typify
the text, the kind of discourse strategies, such as turn taking and feedback,
used by the speakers, and other texts that might be related. Instruction using
a text-based syllabus is underpinned by a teaching-learning cycle in which
teachers structure the students’ developing skills and abilities through a
series of teaching-learning phases.

In Chapter 7, we presented a teaching-speaking cycle, which is a
comprehensive and holistic cycle that guides the teaching and learning of
speaking, including the examination of texts for language and discourse
knowledge development. While the teaching-learning cycle below also
provides a framework for teachers to plan classroom activities, it differs
in focus from the cycle in Chapter 7. The aim of the cycle in Figure 8.8
below is to draw attention to the products of speaking, in the form of
genres or text-types that students will need to manage as interaction. Thus
the cycle in Figure 8.8 is associated specifically with a text-based approach
and has come mainly from research conducted in Australia (Callaghan &
Rothery 1988).

Building the context involves the teacher and learners in whole-class
discussions in order to establish the social and cultural purpose of the text,
identify the kinds of contexts where the text would occur, identify the topic
of the text, and identify students’ existing knowledge about the text.

In this phase, the teacher might use images, photos, video or audio
material, and objects or illustrations to get students to predict the topic and
content of the text. The teacher might then play a video or audio recording
and ask students to listen for the key messages being exchanged. Another
activity might be to brainstorm vocabulary from the images shown, or to
get students to discuss in groups what they know about the text from their
own experiences or cultures. The teacher might also ask students to do some
research of their own on the topic, using the Internet and other resources. The
teacher could also organize class visits or excursions, in order to provide
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Learner- Teacher-
focused: focused:

In Phase 3, In Phases 1
learners work and 2, the
collaboratively teacher

to practice 4. Independently 1. Building the works with
reconstructing constructing the context. the ]e_amers
or performing text. to b'mld

the spoken social and
text with cultural
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topic.

Figure 8.8: The teaching-learning cycle (adapted from Hammond et al. 1992).

learners with experiential opportunities that can then form the basis for
extending their knowledge of the topic. The overall purpose of this phase
1s a preparatory one, to refine the students’ cultural and social knowledge
about the text and its context, and to prepare them for the linguistic features
that they will need to practice in order to perform the text successfully.

Modeling and deconstructing the text is the phase of the cycle where
the teacher focuses attention explicitly on the structural aspects of the text.
Activities will involve helping students to understand the staging of the
text and the way that the linguistic patterns (formulaic expressions, verb
tenses, adjacency pairs, and so on) operate at each stage (see Chapter 5).
Teachers are likely to consolidate learners’ knowledge of text structure
by asking them to practice identifying textual stages or focus on the way
the relationships between speakers influences vocabulary choices. Learners
could be asked to drill certain grammatical patterns, or to complete cloze
exercises where they fill in the blanks with appropriate content words.

The joint reconstruction of the text is the phase where the teacher begins
to hand over responsibility for creating the text to the learners. Learners
could be asked to role play the text they have studied, with or without the
script, or to do activities where they ask each other questions about varipus
aspects of the text, such as how speakers open and close the text, the kind
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of language they use at different stages, or the way that they demonstrate
their relationships. The teacher could, for example, ask learners to recreate
the text to show more formal or informal relationships, making choices of
vocabulary and grammar that reflect greater or lesser formality.

The final phase of the cycle concerns the independent construction of
the text. Here, the learners take full responsibility for creating a text appro-
priate to an interactional or transactional spoken exchange. Role playing a
particular social situation and getting feedback on the performance is likely
to be a focus activity at this stage. Students could be asked to choose their
own topics so that the kinds of texts they practice are related to real-life
needs. For example, a class of mothers with young children might want
to be able to handle health appointments more effectively, or participate
in teacher-parent consultations. Teenagers might want to speak about their
interests to English-speaking family members, or to homestay families.
Younger learners might choose to narrate a short account of weekend or
holiday activities or memorable events, or to discuss their favorite pets.

The text-based teaching cycle is intended to be used as a flexible frame-
work to guide instruction, so that even though the four phases are labeled
sequentially, for various reasons, teachers could begin at different points in
the cycle. For example, teachers might begin the teaching unit by asking
students to produce a spoken text (Phase 4) that is important for eventual
test taking. The purpose here would be to assess current skills, and analyze
what might need to be included in the content of a unit of work in order
to refine and develop speaking abilities. Alternatively, the teacher might
begin by getting students to collaborate in jointly constructing the text.
However the teacher decides to use the cycle, it should be borne in mind
that the overall aim of this approach is to assist students in understanding
and producing whole spoken texts in their contexts.

Classroom interaction

While the syllabus maght highlight the content areas to be covered, it is the
nature of the classroom interaction, and its success in bringing the content
to life, that can make a difference in what opportunities students are given
for learning. The teacher’s ultimate role in classroom interaction is rather
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like that of an orchestra conductor who helps the musicians practice in order
to bring all the various parts of the work together, with a result that is not
only successful, but also cohesive and harmontous.

Scaffolding or supporting learning across units of work through finely
tuned interaction is an important skill for teachers. When tasks and texts
are new to learners, providing adequate support as learners’ knowledge and
skills expand is a necessary foundation for successful learning. The notion
of scaffolding is appealing to many teachers who can readily envision how,
when a building is constructed, it is supported by scaffolds that are removed
as the construction process advances. Here we will discuss the implications
of this concept for teachers.

The term scaffolding is associated with Bruner, whose research with his
colleagues (Wood, Bruner & Ross 1976) on mother and child interactions
led to observations about the role of “more expert others” in supporting
and mediating the learning of novice learners. In the study, as children
attempted something new, either linguistically or behaviorally, the mothers
scaffolded their learning by:

» Providing and naming information or experiences they were not able to
express alone.

* Engaging in jointly constructing what they wished to do or say.

¢ Supplying elaborated forms of expressions or actions.

* Modeling language and behavior so that children could develop their
own forms of discourse and action.

» Linking what the children wished to say or do with previous experiences
and similar events.

As the child’s competence became greater, the mother was able to with-
draw support and hand over more responsibility for independent action
and expression to the child. The notion of scaffolding has interesting and
important implications for classroom interaction. The Russian psycholo-
gist, Lev Vygotsky (1978), on whose work Bruner’s concept of scaffolding
is based, advanced the concept of “the zone of proximal development,” or
ZPD, which refers to the critical point at which learners, given their cur-
rent knowledge and competence, require support from other more expert
members of their community if they are to develop. In a classroom, scaf-
folded interaction means that the teacher’s role becomes one of providing
explicit instruction and guided practice at a key point of need. Scaffolded
instruction also involves the teacher in thinking about when it is appropriate
to withdraw support, while ensuring that the outcomes of spoken learning
tasks and texts will still be successful. We can envision teacher and learner
responsibility for learning, as one of “shifting” classroom roles, illustrated
in Figure 8.9.



190 Designs and approaches

Teacher responsibility Joint responsibility Learner responsibility

pr ~
*€*: >

High teacher support Low teacher support

Figure 8.9: Shifting teacher and learner roles in classroom interaction.

Whichever syllabus approach a teacher decides to take in a speaking
program, it is the nature of the teacher and learner interaction that will
create different affordances (van Lier 1996), or significant opportunities for
learning. While it may seem to be a truism to say so, in courses on speaking,
providing learners with maximum opportunities for speaking in English is
a central component of the instructional process.

Selecting materials and resources

Many teachers must work within a mandated syllabus or curriculum where
the materials and resources to be used are already selected for them. For
many teachers, working in these contexts the textbook may, in fact, become
the course that is offered to learners. In these circumstances, rather than fol-
lowing the textbook step-by-step, teachers may be able to pick out particular
tasks and activities or modify and extend them, according to their percep-
tions of their learners’ needs. In other situations, teachers are free to select
the coursebooks they prefer to work with, or to develop their own materials
and select resources. Teacher-made resources and accompanying handouts
and task sheets become the medium through which the content is delivered,
and, depending on their proficiency level, learners themselves may be able
to play a part in developing materials that interest them. Resources that sup-
plement materials could include visuals, radio, television, the Internet, and
recordings of spoken interactions collected by the teacher or students (but
teachers should be certain to obtain appropriate permission for copyrighted
materials). In short, the materials and other resources used in any course
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will depend on the extent to which a course and its textbooks and resources
are mandated, whether by the school, local authority, or Ministry, and on
how free teachers are to select their own source materials.

Apart from the degree of freedom accorded to teachers in choosing
materials for a speaking course, there are a number of other considerations
likely to come into play. These considerations have to do with a) teaching-
learning constraints, b) types of matenals, and c) teachers’ instructional
approaches. We outline the factors in each of these three categories below:

Teaching-learning constraints:

e Number of classes taught by the teacher.

* Class length and times per week, and course duration.

e Number of students in the class.

s Apge of students,

» Extent of disparity in student levels (mixed-ability classes).

* Resources and time for materials development.

» Level and type of support from supervisors and administrators.

Types of materials:

* Availability of up-to-date, quality materials.

* Range of material types.

« Compatibility of material content with teacher approach.

» Compatibility of material content with learner needs.

* Availability of effective materials previously developed by colleagues.
e Availability of technology and other resources, in addition to textbooks.

Teachers’ instructional approaches:

» Personal knowledge of nature and features of spoken English.

» Use of both pedagogical and real-life materials to support learning,.
* Evaluation of the fit of learners’ speaking needs with materials.

» Extent of flexibility in using and adapting materials.

* Previous experience in developing teacher-made material.

* Previous experience in adapting and extending material.

« Knowledge of other resources available for learning.

possib!e, drscuss your fdeas wfth a ooﬂeagtfe o {' ri f
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Inevitably for all teachers, questions about the suitability and flexibility
of the materials their students use in the course will arise. One way in
which teachers may respond to these dilemmas is to personalize materials
and resources to better match the types of speaking contexts, participants,
and topics that are familiar to learners (see Lewis 2007; Lindstromberg
2004). When considering the materials for the course and how they pro-
mote effective learning, it is useful to ask: Do the materials promote the
speaking skills that are most needed by the students? Do they facilitate the
cognitive aspects of learning? Do they extend students’ knowledge of met-
alinguistic strategies? Do they highlight the cultural and social purposes of
different kinds of tasks and texts? Do learners encounter genuine reasons
to communicate and to speak and act as themselves?

Considering outcomes

Both during and also at the end of the speaking course, attention needs to be
placed on considering the course outcomes. Qutcomes are concerned with
what has been achieved by the learners as a result of participating in the
course, and the extent to which the course has met its goals and objectives.
There are two components that need to be considered: assessment of learn-
ing and learner progress, and evaluation of the effectiveness and success of
the course as a whole.

Role of assessment in program outcomes

Assessment of student progress plays a vital part in planning any speaking
program. As already suggested, assessment occurs not just at the end of
the program, but should be integrated into classroom tasks throughout the
course so that teachers can check on learner progress and modify the content
where necessary. This kind of intermittent assessment is called formative
assessment, as it allows for the continued formation of learning. Assessment
that takes place at the end of the course is known as summative assessment,
since it sums up what overall progress learners have achieved as a result of
completing the course.

Formative assessment is most likely to be informal, and many tasks
and texts included in the course content will inevitably lend themselves to
teacher and student observations on progress being made in relation to the
speaking skills and strategies included. Examples of activities that might
be used for student assessment are informal tests, role plays, or interviews
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(see Chapter 12 for further discussion). Teachers can use formative assess-
ment to give individual feedback to students or to discuss individual learning
plans, as well as to diagnose overall difficulties the whole class might be
experiencing. As a result, adjustments can be made during the course to
topics, tasks, and texts, and to the kinds of activities used.

Summative assessment is likely to be more formal with students being
assessed according to rating scales, tests, or descriptors of speaking compe-
tency required within the program, such as the oral-production descriptors
below from the Common European Framework.

If formal descriptors or texts are not used, teachers may be involved in
conducting other types of summative assessment, using procedures such
as assessing student portfolios, recorded presentations, or role-play perfor-
mances. We will discuss the assessment of speaking in greater detail in
Chapter 12.

OVERALL ORAL DEVELOPMENT

C2 Can produce clear, smoothly flowing well-structured speech with an
effecttve logical structure which helps the recipient to notice and
remember significant points.

C1 Can give clear, detailed descriptions and presentations on complex
subjects, integrating sub-themes, developing particular points, and
rounding off with an appropriate conclusion.

B2 Can give clear, systematically developed descriptions and
presentations, with appropriate highlighting of significant points and
relevant supporting detail. Can give clear, detailed descriptions and
presentations on a wide range of subjects in his / her field of interest,
expanding and supporting the ideas with subsidiary points and
relevant examples.

Bl Can reasonably fluently sustain a straightforward description of one
of a variety of subjects within his / her field of interest, presenting it
as a linear sequence of points.

A2 Can give a simple description or presentation of people, living or
working conditions, daily routines, likes / dislikes, etc. as a short
series of simple phrases and sentences linked into a list.

Al Can produce simple, mainly isolated phrases about people and places.

Figure 8.10: CEFR oral-production descriptors.
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Role of evaluation in program outcomes

Evaluation differs from assessment in that it takes a much broader account
of the various factors contributing to the success of the program. Brown
(1989: 223) defines evaluation as follows:

The systematic collection and analysis of all relevant information necessary
to promote the improvement of a curriculum and assess its effectiveness and
efficiency, as well as the participants’ attitudes within the context of the particular
institution involved.

Given the broad scope of evaluation, a course could be evaluated on a
number of different aspects, including;:

e The students’ achievement on tests and other forms of assessment.

* The needs analysis and assessment processes for determining the content
of the syllabus.

* The placement of the students.

e The coverage of the content of the syllabus.

» The topics, tasks, and texts selected.

» The materials and resources selected.

» The appropriacy of the formative and summative assessment processes.

Like assessment, evaluation can also be formative or summative. Forma-
tive evaluation will focus on evaluating aspects of the course as it is being
developed and implemented, in order to refine and improve it. Formative
assessment is likely to be particularly important where a speaking course
is being trialed for the first time. Formative assessment can be considered
a “forward-looking™ process, aimed at enhancing the eventual outcomes of
the course and maximizing the learning experience for the learners and the
teacher.

Summative evaluation occurs at the end of a course. It evaluates the
course as a whole from the point of view of its strengths and weaknesses,
and whether it has met the stated goals and objectives. On the basis of
this summative evaluation, recommendations are then made for how a
course should be changed, or, in some cases, whether it should continue at
all in its present form. Summative evaluation often includes getting input
from various “stakeholders.” Apart from the teachers and learners in the
program, stakeholders could involve external input from administrators,
parents, employers, academics, consultants, or even bureaucrats concerned
with program policy development. Views and opinions on the effective-
ness of the course are typically sought through interviews, questionnaires,
or other forms of feedback, such as materials evaluations. In contrast to
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formative evaluation, summative evaluation primarily looks backward over
the course as a whole, although with the ultimate purpose of making rec-
ommendations for the future.

Think about it

hmmmmmﬂhmmkwmmmmﬁxmwm
courses? If not, how is evaluation conducted? Who is invalved in the evaluation
process? What input do learmens have in the evaluation of the course?

Summary

This chapter has responded to the questions posed by the teacher in Graves’
example at the beginning of this chapter. These are key questions likely to be
asked by English teachers around the world who are involved in creating an
effective speaking course. We have considered in broad detail the essential
steps, components, and processes involved in planning, including:

» Consideration of the learner group and learner characteristics: the age,
language level, linguistic and cultural background of the learners, and
their previous experience learning English. An effective speaking course
should place the learners at the heart of the planning process.

* Assessing and analyzing learners’ needs as a basis for understanding
what will need to be included in the course.

* The role in the planning process of setting clear goals and objectives, in
order to steer the course in the right direction.

¢ Deriving syllabus content, and developing and selecting materials and
resources based on learner needs and course goals and objectives.

* Processes for considering course outcomes through formative and sum-
mative assessment of learner achievement.

e The role of evaluation in determining the effectiveness of the course and
in identifying further course modification and development.

Group-learning tasks

1. With colleagues, share your strategies and instruments for conducting
a needs assessment. If you do not usually conduct a needs assessment,
prepare one that would help you find out more about your learners’
perceptions of their needs. If necessary, use or adapt the ideas in this
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chapter. To what extent could you involve your learners in preparing
a needs assessment?

2. Keeping in mind the characteristics of the learner groups you teach
and their needs, develop a set of goals and objectives for a specified
speaking course (your current course or one you will soon teach). Do
this task first as an individual activity, and then share your proposals
with your colleagues. Compare your ideas, and ask for feedback on
each other’s proposals. Would you modify, omit, or add to what you
have already written as a result of this discussion?

3. Share the topics, tasks, or texts that you use in your course with
your colleagues. Explain the types of activities you use for teaching.
Provide feedback on each other’s ideas, and discuss how you could
use or adapt the activities for your learner group.

4. With your group, collect samples of the speaking materials used in
your courses. Evaluate them individually, using the points below. Then
compare your responses across the group. Consider ways that materi-
als considered by the group to be less effective could be modified or
extended.

Strongly agree | Neutral Strongly disagree

The materials are motivating.

The materials appeal to
students’ interests.

The materials meet students’
learning needs.

The materials aliow for
success in practicing
speaking.

The materials are at the
appropriate level of difficulty.

The materials contain
sequences of activities that
scaffold learning
appropriately.

The materials allow for a
focus on accuracy as well as
fluency.
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9 Speaking tasks

The teaching-speaking cycle presented in Chapter 7 consists of a number of stages
that work together to develop leamers’ speaking competence in a holistic manner. It
focuses on the skills and knowledge that leamers need to develop their speaking, as
well as addressing metacognitive and affective aspects of their leaming. Each stage
of the cycle requires appropriate kinds of learning tasks and materials. Examples
of tasks were introduced in Chapter 8 when we discussed how teachers can plan
units of work in a speaking program. This chapter continues the discussion by
focusing on details of types of speaking tasks that can be used to develop fluency,
accuracy, and complexity in learners’ speech production. The chapter will address
the following questions:

1. What kinds of speaking tasks can be used to promote communication and
fluency during speaking practice?

2. How can teachers organize students into pairs and groups for speaking practice?

3. What must teachers consider when planning speaking tasks or adapting activi-
ties for speaking?

The following topics are discussed:

* Three types of speaking tasks:
a. Communication-gap task (information and context gaps).
b. Discussion tasks.
c. Monologic tasks.
Organization of pair and group work.
¢ Considerations when planning speaking tasks.

Introduction

In Chapter §, we discussed two types of spoken interactions, namely, con-
versations and encounters in which language is used for interactional (inter-
personal) purposes, and those where it is used for transactional (pragmatic)
purposes. While second language learners may be familiar with interacting
in both of these ways in their first language, they invariably face different
kinds of challenges when they have to speak in a language they are still
trying to acquire. Their performance is affected by a number of cognitive
and affective factors, and they need a great deal of help and support from
teachers to develop their speaking competence. The methodological frame-
work in Chapter 6 and the teaching-speaking cycle in Chapter 7 offer a

201
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principled approach to planning and organizing learning activities that can
help learners develop their speaking in a holistic manner. In this chapter,
we show how teachers can plan and design their own tasks for leamners to
practice their speaking. We describe three types of speaking tasks that can
help to promote speaking proficiency. These tasks can be used in Stages 3
and 5 of the teaching-speaking cycle, the stages where tasks are introduced
for the first time to practice fluency and subsequently repeated to proimote
greater fluency, as well as accuracy and complexity, We also discuss how to
organize learners during pair and group work, and suggest some techniques
for doing so. Finally, we highlight some key considerations that teachers
need to bear in mind when planning speaking tasks or adapting existing
activities for speaking practice.

Types of speaking tasks

The main purpose of using speaking tasks is to provide learners with oppor-
tunities to practice their speaking so that they can achieve greater fluency.
Not all speaking tasks are the same, however. Some may require learn-
ers to work on simple activities while other tasks are complex, as are the
outcomes of the tasks. In this section, we present three types of speaking
tasks that make different demands on learners’ skills and linguistic knowl-
edge. These are communication-gap tasks, discussion tasks, and monologic
tasks.

To participate in communication-gap and discussion tasks, learners typ-
ically work in pairs or small groups to achieve the specified outcomes. The
tasks involve a combination of transactional and interpersonal interaction.
Learners focus on getting the information and views they need while, at
the same time, maintaining some interpersonal interaction. Interpersonal
interaction results as they seek cooperation to complete the task, or explore
with others their opinions and ideas. Through this kind of collaboration,
learners practice different core speaking skills, draw on their knowledge
about language and discourse, and use strategies to enhance their commu-
nication. In contrast, monologic tasks are those that require the learner to
produce pieces of extended discourse individually. The form of interaction
is mainly transactional, as the purpose is typically to convey information
to the listeners, for example, in a presentation or a talk. The context may
be formal or informal, and feedback from listeners is typically received
after the information has been communicated. In the next section, we will
describe each type of task in greater detail and offer some examples for
each one.
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Communication-gap tasks

Gaps are common in real-life communication. Participantsin an interaction
do not share the same information or background knowledge. That is the
whole purpose of communication — to close some of the gaps that exist
between, us and the people we are interacting with. In a casual conversation,
we share information (jokes, gossip) that others may not know. When we
listen to someone give a speech, we look out for things that we do not know
about, for example, facts or views that we hope the speaker will provide
us with. For most people, the gaps create an incentive to continue with the
interaction. In the language classroom, teachers can make use of speaking
tasks that have two kinds of communication gaps: information and context.

1In information-gap tasks, learners are given different sets of information
for a task. They need to work together in pairs or small groups to share
the information, in order to achieve a pre-defined goal, and typically follow
these steps:

1. Understand the information that they have.

2. Explain to one another the type of information they need.

3. Orally communicate with their partners or members in the group the
information they have processed.

4. Ask questions to clarify or confirm when meaning is not clear.

5. Ask for repetition as often as necessary.

6. Complete the gap in the information in whatever form is required.

The information givento each learner maybe presented in a number of ways,
including printed handouts, recorded audio or video texts, short reading
texts, pictures or diagrams, and printed texts with illustrations. We can
compare an information-gap task to a jigsaw puzzle. In the speaking task,
learners have different pieces of the puzzle that they have to present through
the spoken language. Using the information that they have, learners have to
speak to one another to complete the task collaboratively. Their focus should
primarily be on conveying meaning through whatever linguistic resources
they have or whatever preparation they have done beforehand. Information-
gap tasks are very versatile, and we can use them to get learners to practice
many important speech function skills, such as describing, comparing,
contrasting, listing, summarizing, explaining, and clarifying meaning.

For context-gap tasks, learners in both pairs or groups are given the same
set of information, such as a set of pictures and a list of words. They have
to use the information to construct new content for their listeners. These
tasks are called context-gap tasks because they allow individual learners
to create a context for the information that they are sharing, encouraging
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them to express their meaning by drawing on their knowledge of the lan-
guage. Compared with information-gap tasks, context-gap tasks give learn-
ers greater flexibility in the way they use and communicate the information
that they have. Typically, information is given as small, unrelated chunks
to the learner who will be doing the speaking. The learner’s task is to use
the various pieces of information to construct a piece of coherent text. An
example of a context-gap task, as mentioned above, is asking learners to
tell a story using a series of randomized pictures or words. Although the
otherlearners can see the pictures or the words, they have to listen closely
to the story as it unfolds.

Context-gap tasks are in general more cognitively challenging for the
learners, compared with information-gap tasks. Learners have to put
together pieces of text that involve dynamic relationships, such as the way
characters in a story interact, the way an event unfolds, or the steps that
are involved in a procedure. The challenge is not only for the speakers.
The listeners will have to make sense of what is being said, without first
knowing what the context is. The context is built up slowly as they listen
to and interpret the input. Participants in a context-gap task will have to
do more than just listen for details. They need to listen globally, as well as
predict what they are going to hear.

Figure 9.1 presents examples of communication-gap tasks and the out-
comes that the tasks generate, and includes a description of the procedure
for carrying out the different kinds of tasks.

Communicative
Task outcomes Type of gap
a. Read/ listen and compare. |Lists of similarities and | Information.
differences.
b. Sequence and complete. Descriptions of pictures  |Information.

and completed text.

c. Construct and compare. Descriptions of Information /
procedures / process. context.

d. Ask and answer. Completed Information /
questionnaires. context.

€. Select and narrate. -{ Short narrative texts. Context.

Figure 9.1: A sample of communication-gap tasks.
(continued)
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a. Read / listen and compare.
Outcomes: Lists of similarities and differences.
Resources:  Short narratives: two versions of a story printed as handouts
or recorded for playback.
Procedure 1:  Students work in pairs as A and B.
They are given one version of the story.
Each student reads the text and tries to remember as many
details as possible.
Pairs tell each other what they have read.
They identify three similarities and three differences in the
two versions of the story.
Procedure 2:  Students work in pairs as A and B.
They are given one version of the story.
Both students read their version of the story individually to
understand it first.
Student A reads aloud his / her story while Student B listens
without reading his / her text.
Student B then identifies three similarities and three
differences in the two versions of the story.
Option(s): For Procedure 1, the students could be given different
recorded versions to listen to. They take notes as they
listen, and use the notes to retell the story to each other.

b. Sequence and complete.
Outcomes: Sequenced pictures / diagrams and completed text.
Resources: Pictures or diagrams printed on handouts.
Procedure: Student A has a complete cartoon sequence (at least four
frames) with dialogue in speech balloons.

Student B gets a handout with the frames jumbled up. The
words in the speech balloons are blanked out.

Student A describes the frames in the cartoon strip
sequentially, and Student B sequences the jumbled
frames.

Next, Student A dictates the words from the speech bubble.
Student B fills in the words in the speech bubbles.

Option(s):  Use a diagram depicting a process or procedure (e.g., a flow
chart).

¢. Construct and compare.
Outcomes:  Descriptions of procedures / process.
Resources: Handouts with a list of food ingredients. (Pictures can be
used instead of words.)
Procedure 1:  Students work in pairs as A and B.
They are given one set of ingredients each.
Each one must look at the ingredients and suggest a dish
that can be prepared using all the ingredients.
Each student then describes how he / she would prepare the
dish with the ingredients.

Figure 9.1: A sample of communication-gap tasks.
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Procedure 2:

Option(s):

Outcomes:
Resources:
Procedure:

Option(s):

Outcomes:
Resources:
Procedure:

Option(s):

Students work in pairs as A and B.

Each student is given a different set of ingredients.

Pairs decide what dish they can prepare with the
ingredients given,

Student A tells Student B how he / she intends to prepare
the dish, without telling him / her what the dish s,

Student B can ask questions to clarify, while listening to the
description.

Weak students can be given jumbled sentences referring to
various stages in the process. They can work on the task
collaboratively by sequencing the stages in a process.

d. Ask and answer

Completed questionnaires.

A list of printed questions with space for answers.

Each student approaches another one with a set of
questions.

Students take turns asking the questions and completing
their questionnaire with the answers they get.

When everyone has completed the activity after a
predetermined number of minutes, students go back to
their places.

The teacher calls on some students to tell others about the
students they have spoken to.

Instead of using the questions given by the teacher, students
draw up a list of questions that they would like to ask
their classmates.

e. Select and narrate.

Short narrative texts.

A set of ten pictures of objects, events, and faces.

Students work in pairs as A and B,

Each student has the same set of pictures. Individually,
students select eight of the pictures and use them to
develop a short story based on the pictures.

Students listen to each other tell the story.

After both students have told the story, they discuss why
they have chosen these particular pictures and how they
have used them to tell their story.

Students work together, as a pair, to select the pictures and
Jointly construct the story.

They join up with another pair to narrate their story.

Figure 9.1: A sample of communication-gap tasks.
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Discussion tasks

Discussion tasks contain a genuine communicative purpose that may be
absent in some communication-gap tasks. Learners have to share their per-
sonal ideas with one another by drawing on their own background knowl-
edge and experience. They also often have to negotiate with one another as
they attempt to arrive at a solution thatis acceptable to all. Group-discussion
tasks can take place through simulations. Simulations are “classroom activ-
ities which reproduce or simulate real situations and which often involve
dramatization and group discussion” (Richards & Schmidt 2002: 487).
In simulations, learners take on a role, such as a politician, a parent, or a
judge, and they are given scenarnos to work with where a solution is needed.
Unlike strict role plays where each learner is told how to behave (e.g., lodge
a complaint) and, in some cases, what to say (e.g., using role or cue cards),
simulations allow learners to rely on their own knowledge and experience
to deal with the simulated problem, as they would if they were actually the
people whose roles they adopt.

Learners may also simply par#cipate in a discussion as themselves. They
are given a real-life issue or problem, and work together to make recom-
mendations or proposals and offer solutions. The topics for discussion need
not always be from the teacher. Learners could also identify an issue or
problem themselves that they want to discuss. In addition to dealing with
real or hypothetical issues and problems, small-group discussions are also
excellent opportunities for learners to solve language-related tasks that
involve the four skills of speaking, listening, reading, and writing in an
integrated manner. For example, learners can work together to discuss the
plot of a story, and jointly write it to be read aloud to the class. Alter-
natively, they may be asked to prepare the beginning or the ending of a
story.

To get learners to engage in a discussion, teachers have to provide them
with relevant prompts, which can be in the form of written or spoken
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language. For example, learners could be given the details of a scenario
or problem in a printed handout, or they could be asked to listen to a
recording of a situation and use that as the basis for their discussion. In
some discussions, learners may have to discuss the content of what they
read or hear. For example, in a simulation activity where the learners take
on the role of judges in a singing competition, they can be asked to listen
to audio recordings, or to watch video recordings of several “competitors”
and base their decision on the actual performance of the individuals.

A benefit of group discussion tasks is that they can potentially develop
high-level thinking and reasoning skills. The fact that the prompts or sce-
narios are taken from real-life situations will offer motivating contexts for
learners to use language to communicate. Discussions are abstract tasks and
are useful in helping learners develop the type of decontextualized skills
that we referred to in Chapter 1. Learners have to find ways of communi-
cating the ideas in their head to other people as clearly as they can. Their
listeners do not lnow what the learners may want to say and, therefore, will
rely on them to make their views explicit. Discussion tasks can be quite
challenging for learners if they are to do them well.

Teachers can set goals that are achievable by varying the degree of
difficulty or challenge of a discussion task, which can be done by changing
the communicative outcomes of the task. Some outcomes can be relatively
straightforward, but the process of arriving at these outcomes may be
very demanding. Take, for example, an outcome such as a group having
to discuss and arrive at a consensus on how some information should be
reorganized. This can take the form of ranking (first, second, third, etc.)
or matching (linking text with the relevant pictures). The level of difficulty
can vary depending on whether learners have to work with abstract
concepts, such as views and ideas, or more concrete prompts, such as
pictures.

Figure 9.2 presents examples of discussion tasks and the outcomes that
the discussions lead to. They can be carried out as simulation activities
or as straightforward group discussion. A description of the procedure
for carrying out the tasks follow. These tasks and their procedures serve
as examples of what teachers can do, and teachers are encouraged to
use these tasks, as well as adapt them freely to meet the needs of their
students.

It is useful to note that not all discussions must lead to a communicative
outcome, as Figure 9.2 shows. Teachers can also organize philosophical
discussions that allow learners to express themselves creatively and criti-
cally. The purpose is not to achieve an outcome, but purely to give learners
a chance to practice their speaking skills by tackling an abstract topic.
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Task Communicative outcomes
a. Discuss and propose:. Recommendations.

b. Discuss and organize. Organized information.

c. Discuss and judge. Evaluation.

d. Discuss and solve. Solution.

e. Discuss and plan. An action plan.

a. Discuss and propose.
Outcomes: Recommendations
Resources: —
Procedure 1: In a simulation, students assume the roles of teachers in a
high school. )
The school intends to select three students to represent it as
its young ambassadors in an international event.
"The students draw up a list of criteria used for short-listing
and finally selecting the chosen three.
They present their list to the rest of the class.
Procedure 2:  Students are asked to design a gadget that would enhance
the quality of life of a group of senior citizens.
The students discuss a challenge that senior citizens face
and the function of their proposed gadget.
They discuss the components of the gadget and details of
its design.
When they reach an agreement, the design is drawn up on a
flip chart and displayed for others to see.
Option(s):  After completing the discussion tasks, the groups can be
: asked to share their outcomes with another group,
instead of with the whole class. This would provide more
opportunities for the learners to interact with one
another, thereby increasing talking time.

b. Discuss and organize.
Outcomes: Organized information.
Resources: Statements printed on pieces of paper.
Procedure 1:  Students are given ten statements on an issue, such as
students taking on part-time work.
They discuss and identify the statements, which either
support or oppose the issue.
They organize the statements into two groups: “Support”
and “Oppose.”

Figure 9.2: A sample of discussion tasks.
(continued)



210 Classroom practices and processes

Procedure 2:  Students brainstorm a list of items commonly found in a

woman’s handbag or a student’s schoolbag.

They select ten items considered to be useful and rank them
in order of importance.

They compare their lists and ranked items with other
groups.

Option(s):  After they have done the task, students can be asked to

make up similar tasks. This will generate another round
of discussion.

¢. Discuss and judge.
Outcomes: Evaluation.
Resources: Recordings or printed materials.

Procedure 1: Students assume the role of judges in an art competition.

They are given a number of pictures of paintings by famous
artists.

Pretending that the pictures are pieces entered in the
competition, the students discuss and select the top three
winners.

The student judges must be prepared to defend their results
with other groups who have the same task.

Procedure 2:  Students watch three TV commercials that promote a
similar type of product (e.g., perfume, airlines, breakfast
cereals, etc.).

They discuss and reach a consensus on the one that they
find most effective.

The groups present their choices to the rest of the class.

Option(s):  The students can be asked to watch a recording of prime-
time news and decide which item was the most
newsworthy.

d. Discuss and solve.
Outcomes:  Solution,
Resources: Information that is needed to arrive at a possible solution.
Procedure 1:  Studentsbrainstorm a list of problems’in the world.
Working in groups, the students select one problem.
They propose possible solutions to the problem.
Procedure 2:  Students assume the role of detectives who have to solve a
crime.
They are given a number of clues that they must use.
Through a sequence of logical deduction, the group arrives
at a solution.
Option(s):  Students can be asked to suggest a problem that another
group has to solve.

Figure 9.2: A sample of discussion tasks.
(continued)
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b, Discuss and plan.

Outcomes: An action plan.

Resources: A scenario that requires some planning to take place.

Procedure 1:  Students take on the role of different members in a family:

father, mother, or children.

They have to find ways to increase their household income

and reduce their utilities bill.

The “family” works out a plan of action that involves the

entire family, as well as individuals.

The plan should include specific targets and steps for

achieving the targets.

Procedure 2: The students are givena day off from classes in their
school or college.

They discuss how they intend to use the day so that they
can practice their English and have fun at the same time.

The plan should include specific targets and steps for
achieving the targets.

Option(s): ~ Students can be asked to select somebody they have read
about, or heard of, who needs help. They discuss and
draw up a plan for how to offer help to the person, and
follow up by actually putting their plan into action.

Figure 9.2: A sample of discussion tasks.
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Monologic tasks

A monologue in the context of language learning can be defined as an
extended piece of discourse that an individual produces for an audience in
formal or informal situations. Monologic tasks are undertaken by learners
individually, but are best conducted within small groups. Small group work
not only reduces the language anxiety that many learners face, but also
maximizes the use of class time and gives more learners a chance to talk.
There can also be occasional opportunities for students to speak in front of
their class. In monologic tasks, learners geta chance to speak extensively
on a topic without any initial interruptions. Questions may follow from
what has been said when other learners are asked to respond to what they



212 Classroom practices and processes

hear, but the speakers should be given a specified period of time to speak
before this happens. In monologic tasks, learners may be asked to share
their views on issues, personal experiences, stories or jokes, or even simple
topics that they may have little knowledge or experience of, requiring them
to make up the content as they go along. Monologic tasks can fall along
a continuum from planned, edited, and rehearsed speech to speech that is
spontaneous, unedited, and creative.

Tasks that require learners to produce extended discourse give them
opportunities to use what has been referred to as “decontextualized ora] °
language skills.” Decontextualized language use is the ability to talk about
topics that are beyond the immediate context, and it requires linguistic skills
to make the meaning of these topics clear to listeners who do not have the
same background knowledge. In monologic tasks, learners typically have
to learn to introduce, maintain, and close a topic; use cohesive devices
to organize extended discourse; and anticipate and share listeners’ per-
spectives. Effective decontextualized language use is dependent upon good
grammatical and pragmatic competence, as well as knowledge of appro-
priate vocabulary for particular topics. Equally important is knowledge of
how the discourse can be organized appropriately, according to the type of
genre it falls under. Many language learners may not have a high level of
command over these aspects of the language, but these competencies and
knowledge of discourse can be developed and enhanced in the language
classroom.

Figure 9.3 presents examples of monologic tasks. They may look more
challenging than the previous two types of speaking tasks, but teachers
can, in fact, use them with learners of different age groups. The level of
challenge can be modified by changing the topic, adjusting the scope of
the monologue, and varying planning time. For example, a task can be
made simple by allowing the learners to select a topic of their choice,
determine the scope of the topic, and plan the speech before it is delivered.
On the other hand, learners could also be asked to pick a topic randomly and
speak about it without any preparation. In the case of young learners, the
task can be limited to genres that they are familiar with, such as narratives
and information reports.

In addition to the types of monologic tasks mentioned in Figure 9.3, we
can also allow learners to work on tasks where they need to adjust their
delivery according to what their listeners already know. For example, after
learners have watched a film together, they could be asked to give their
individual views on it. This type of speech will assume a certain degree of
shared knowledge, and so the speaker can dispense with certain details, such
as the plot or the characters. To make the task slightly more challenging,

~
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learners could be asked to share their views about a film that the others have
not seen. Now that the listeners are “at a distance” and share only limited
amounts of background information, the speakers will have to adjust what
they need to say accordingly.

Task Communicative outcomes
a. Tell a story. Narrative texts.
b. Respond and share. Personal reflections or reactions.

c. Share personal anecdotes. | Recounts of an incident or event.

d. Give a talk. A range of texts that includes one or more
of the following: explanation, process and
procedure, description, or exposition
(persuasive text).

a. Tell a story.
Outcomes: A narrative text.
Resources:  Pieces of paper with titles of famous fables and fairy tales.
Procedure 1:  Students sit in small groups of three to four.
The first person to speak picks a title from a box.
He / she tells the story.
The next person in the group continues in the same way.
Procedure 2:  Students sit in small groups of three to four.
They take turns retelling a story that they have read
recently.
Option(s): Students could be given a time limit for each story. For
Procedure 2, they can also retell a movie that they have
watched or a story that they have heard.

b. Respond and share.
Outcomes: A personal reflection or reaction.
Resources:  Objects; recordings (e.g., songs, stories, parts of a movie,
interview, or documentary).
Procedure 1:  Students sit in pairs or in a group of three.
They draw an object from a bag without looking inside.
They have to think about the first thing they associate the
object with.
They have one minute to think about what they want to say
before sharing their personal response with the group.
Procedure 2:  Students sit in pairs or in a group of three.
They listen together to a recording such as a song.

Figure 9.3: A sample of monologic tasks.
(continued)
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Option(s):

Outcomes:
Resources:
Procedure 1:

Procedure 2;

Option(s)

c. Share a personal anecdote.

They have one minute to think about what they want to say
about the song.

They share their response with the others.

Instead of objects, use pictures of places, people, and
animals. To replace recordings, use a piece of short
written text, such as an interesting dialogue.

A recount of an incident or event.

Students sit in pairs or in a group of three.

They take turns talking about an interesting thing that
happened to them or someone they know.

After everyone has spoken, they decide which account is
the most interesting.

The person with the most interesting anecdote goes to
another group to retell it while the rest of the group |
listens to a student from another group.

Students sit in pairs or in a group of three.

Each student shows a photograph he or she has brought to
class.

Students take turns telling the group something interesting
that happened that is associated with the photograph.
The person with the most interesting anecdote goes to
another group to retell it while the rest of the group
listens to a student from another group.

More advanced learners can be asked to tell their favorite
joke to their group.

Figure 9.3: A sample of monologic tasks.

Organization of pair and group work

An important part of any speaking practice activity is the formation of pairs
and groups. This section introduces ways in which teachers can organize
students in novel ways for participation in the speaking tasks presented
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Front of the class

Figure 9.4: Suggested seating arrangement for students working in groups in
a big class.

earlier, particularly discussion and monologic tasks. Teachers should bear in
mind the following points when organizing students into groups: group size,
arranging groups, selecting group members, and building good relations
(Jacobs & Goh 2007). It is best to keep the group size relatively small.
Here we recommend a size of three or four. Due to the unpredictability of
the number of students in each class, there are bound to be groups where
the sizes are different, so some groups in a class may have three students
while others have four. Although five students is still possible, groups this
large should be avoided because groups larger than four will give learners
few opportunities to speak in the limited time available in class. Groups of
four are generally considered to be ideal by many experts of group work,
although groups of three may, in some situations, be preferable for the
monologic tasks we have just described. )

When arranging groups, it is useful to ensure that there is room for
students and the teacher to move around. This will allow the teacher to
monitor the progress of each group, as well as assist students when needed.
In some situations, the noise generated from group work may be a concern.
Teachers can tell their students to sit close together and use their normal
conversation voice (although this can prove to be a challenge when students
become very excited about what they are doing!). In classrooms where the
desks have been prearranged in permanent positions that are not ideal for
group interaction, students can be asked to carry their chairs to different
corners of the class and sit together. When working with a big class, as in
many school situations, it may be useful to ensure that students sitin a way
where their backs are not entirely to the teacher and the front of the class,
if the teacher needs to monitor what is happening at a glance.

How should students be selected to form groups? To ensure that students
get the most out of their interaction in terms of practice and development of
skills, it is best to have a balance of self-selected groups, as well as groups
that the teacher forms. In the latter, students will have to work with people
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they are not as familiar with, Experts recommend forming heterogeneous or
mixed groups, taking in consideration the students”’ first language, gender,
ethnic group, and even levels of diligence and motivation, While these are
general recommendations, teachers jn Some countries must also consider

having the same number, or allowing students to select their own groups,
but following a set of criteria that the teacher gives. For example, a teacher
may decide that the group must not have students with the same L1,

engaging so that learners want to participate in them? The following are six
important considerations when developing materials and tasks for speaking
practice:

* Provide contexts for communication to take place.

* Create gaps and other cognitive challenges.

* Specify communicative outcomes.

Encourage focus on meaning.

Identify features for pre-task planning and post-task focus.
Select strategies for task repetition.

*
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a. Circle of speakers.

Each member in the group has a number (1, 2, 3, or 4). Members take turns speaking, and
when the group has finished the task, the teacher may call a number, and the person with that
number repeats what he / she has said.

b. Cooperative controversy.

Eachmemberin the group has a number(l, 2, 3, or 4). Numbers | and 3 adopt a position in
support of a point of view, while 2 and 4 adopt the opposing position.

c. Everyone can explain.

Each member in the group has a number (1, 2, 3, or 4). Members take turns talking about their
ideas, and then reach a consensus on the best response. The teacher calls a number, and the
student with that number explains the group’s response to the rest of the class.

d. Gallery tour.

After a group has completed its task, members post their responses on the classroom wall.
Two of the group members stay behind to explain what their group has done, while the rest of
the group joins other students as visitors to the “gallery.”

e. One visitor — many hosts.

Students forin a group to complete a task. Once it is completed, one of the group members
leaves the group and joins another group to share what his / her group’s responses were.

/- Presentation alternation.

After the groups have completed their task, they join another group and take turns presenting
the outcomes of their speaking task.

g Talk-pair-switch.

Students forin pairs to work on a task. Once they have achieved the outcome, they switch
partners with another group, and each student tells the new partner what they have talked
about with the old partner.

h. Talking tokens.

Students in a group are given five tokens each. They give up one token every time they speak.
Students who use all five tokens can only ask questions, When all the tokens are used up, they
get back their tokens, and the process starts again.

i. Think—pair-square.

Students form a group of four. They think about how they would respond to the question(s) in
the task. They share their answers with a partner. The four students come together and discuss
how to develop a better answer.

J. Walk-stop-pair.

Students stand up and walk around the room, When the teacher signals for them to stop, they
form a pair with whoever is standing nearest to them. Pairs complete the task, and the process
repeats.

Figure 9.5: Techniques for organizing pair and group work (based on Jacobs &
Goh 2007).
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Provide contexts for communication to take place

It seems an obvious point that to encourage learners to learn to communicate
in the target language, we need to provide them with opportunities to speak,
It is not uncommon, however, to find speaking activities in some language
classrooms that provide nothing more than exercises and drills, where learn-
CIS repeat sentences with specific language forms and read aloud dialogues
based on selected scenarios. While some might argue that these actjvities
can benefit learners, the activities, in themselves, do not sufficiently
prepare learners for real-life communication and, therefore, offer them
very little in the way of learning how to communicate orally in the target
language.

To prepare learners for real-world communication, teachers need to plan
speaking tasks that are built as far as possible on authentic communicative
contexts. By “contexts,” we mean situations where learners know what topic

reflect the kinds of real-world needs that our learners face, whether for
bommunication in their new country, using English for specific academic
purposes, or other kinds of needs such as travel, work, and socializing. (See
Chapter 8 on conducting needs analysis.)

By focusing on establishing a communicative context for a learning
activity, teachers can avoid the type of isolated-form practice activities
mentioned earlier. This does not mean, however, that teachers should not
focus on form in speaking lessons. The methodological framework pto-
posed in this book argues that language accuracy is also a desired outcome
of learning to speak a second language, and the teaching speaking cycle
(Chapter 7) has specified stages in a unit of work where a focus on language
and discourse can help learners in their speaking development.

Create gaps and other cognitive challenges

In real-life communication, we speak because we have a purpose in mind.
To encourage learners to interact in the target language, tasks should create
a purpose that motivates learners to speak. In other words, learners should
feel there is a genuine need to communicate with one another. Teachers can
create this feeling by ensuring that there are gaps in the learners’ knowledge
that can only be filled by talking with their partners or other members in a
group. Such activities have been referred to as “information-gap activities,”
as described at the beginning of this chapter. For example, each learner has
a version of a picture and needs to.describe details of the picture to help his
or her partner identify the differences or complete the picture.
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Gaps, however, are not limited to factual knowledge. They can also exist
in opinions; that is to say, participants in a group do not know what others
in the group think about a particular topic, issue, or problem. The purpose
of such a task is for learners to express their views to one another. An
example of such a task is when we present learners with a specific problem
for which a solution is required. In pairs or groups, learners discuss what
that solution might be. Other similar kinds of discussion tasks may require
learners to reach a consensus about the issues they are discussing, or draw
up a list of pros and cons to assist decision making. These are referred to
here as opinion-gap tasks.

Clearly, opinion-gap tasks are more challenging and may require
advanced oral communication skills, such as negotiating agreement, and
listening skills, such as making inferences and predictions. To help learn-
ers in their discussion, teachers often select problems that are relevant to
the learners’ interest or background. These types of speaking tasks are,
therefore, motivating for learners of all ages, as many are eager to share
what they know. As the tasks allow learners to draw on their own store of
knowledge, they can facilitate the conceptualization of messages and the
formulation of meaning learners want to convey.

Specify communicative outcomes

Communicative outcomes refer to the end product of a communication task.
For example, in one task where learners talk about places they have each
visited, they not only have to exchange information about places, but they
have to produce a list of interesting facts about each of these places. This
list is the communicative outcome for the task. In another task, learners
may have to explain a solution to a problem presented by the teacher.
Yet in another task, the outcome may be a story that individual learners
have to narrate to entertain their listeners. Because they have to identify
the outcomes for a speaking task, teachers are “forced” to think about the
specific speaking skills and linguistic knowledge that learners need in order
to complete the task well. Starting from the end point will, therefore, help
teachers identify the skills and knowledge that their students will need to
use in a speaking task.

While clear and specific outcomes are important for teachers when plan-
ning and evaluating their lessons, they are no less important for learners.
When teachers explain the outcomes clearly, learners will know what they
need to accomplish in pairs or as a group. Knowing what is required in each
situation will lead learners to anticipate the language and other resources
they might need to complete the task and achieve their goal. This can encour-
age them to use appropriate pre-task planning and monitoring strategies to
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improve their performance, or use communication strategies to compensate
for gaps in their language and enhance their message. With a clear commu-
nicative outcome as the target, learners can also be encouraged to evaluate
their individual performances systematically.

Encourage focus on meaning

Identify features for pre-task planning ang post-task focus

The speaking task is the “centerpiece” in the teaching-speaking cycle, as
it is concerned directly with speaking practice. There are, however, other
important learning activities in the other stages of the cycle that play an
important role in supporting the overall development of students’ speaking
competence. One of these is the pre-task planning stage, where learners are
given a “head start” by drawing from language and knowledge support pro-
vided, in order to plan what to say during the main speaking task. The stages
that follow the speaking task can also contribute to learners’ overall speak-
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complexity. In the proposed cycle for speaking instruction, the speaking task
is repeated at least once for the above reasons. It is useful, therefore, for
you to consider how this can be done to keep the appeal of the task. Below
are three decisions you will need to make:

a. Task design: repeat an entire task or only selected parts.

b. Time: do immediately after an earlier attempt or following an interval
of several days.

c. Participants: keep same learners in the dyad or group, or mix different
people from other groups.

{See Chapters 6 and 7 again for a discussion of task repetition.)

Summary

In this chapter, we presented three types of speaking tasks that can offer
different contexts for learners to develop theirspeaking skills and strategies.
The tasks focus on bridging communication gaps and, through discussions,
allowing students to bring their own lsnowledge and opinions to bear on
a range of topics and issues. They also give learners the opportunity to
produce extended pieces of discourse in different genres commonly found
in social and academic settings. As spealsing tasks are typically carried out
with a partner or in a group, we have also offered some suggestions on how to
organize learners for pair and group work. The tasks can serve as examples
of how teachers can plan their own activities for speaking lessons. They
can also be a point of reference when teachers plan to adapt activities for
speaking that are found in the prescribed materials they work with. Whether
teachers intend to design their own tasks or adapt existing ones, there are
a few points to consider. These include making sure that the context for
communication among learners is clearly defined, that there is a genuine
gap in the lmowledge they share, and that there is sufficient challenge
appropriate for the learners. The purpose of speaking tasks is to encourage
learners to communicate meaning and to provide learners with opportunities
to develop greater fluency in their speech. At the same time, it is important
to consider aspects of the task where learners will need help and support.
By identifying these aspects, the teacher can decide whether they should be
addressed at the pre-task planning stage or as post-task language activities.
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Considering this while planning or using a prescribed speaking task will
help the teacher take a more holistic approach to speaking development.
Speaking activities are not carried out as one-off practice, but seen within
the larger framework of the teaching cycle introduced in Chapter 7. As part
of this cycle, the teacher also needs to think about how the speaking task
can be repeated so that learners will experience its benefits fully. In the next
chapter, we will discuss how teachers can include activities that help learners
develop their lmowledge of language and discourse to further support their
speaking development, and we will offer suggestions on how the speaking
tasks offered in this chapter can be repeated for further practice by learners.

Group-leaming tasks

1. Below is a simple questionnaire that provides a question-and-answer
task learners can use to bridge an information gap. The technique
for organizing the pair work is walk—stop-pair, where learners walk
around the room and stop to talk to the person nearest to them. Suggest
how you would adapt the questionnaire for a group of learners you
work with, or will be working with.

Classmate 1 Classmate 2 Classmate 3
Name: _____ Name: . Name;

What are your hobbies?

What type of movies do
you like to watch?

What type of music do
you like to listen to?

Why have you chosen to
come to study / work /
live here?

What is one thing about
you that few people
know?
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2. Work with two other colleagues to suggest a list of discussion topics
that can be used with (a) young learners and (b) adult learners. Suggest
how you would assist young learners in discussion tasks, and how this
is different from the kind of support you would offer adult learners.
After you have completed the task, one person visits another group to
share what you have discussed, while the rest of the group listens to
the proposals from a member of another group.

3. The techniques below, taken from Jacobs and Goh (2007), can be
used to organize learners for the speaking tasks presented in this
chapter. Refer to the various types of communication-gap, discussion,
and monologic tasks presented. Select the tasks that you think can
be organized by using each of the techniques. You can include as
many tasks as you wish for one technique. Some examples have been
included for you.

Techniques for organizing pair and
group work Tasks

a. Circle of speakers. Respond and share.

b. Cooperative controversy.

. Everyone can explain.

(2]

d. Gallery tour. Discuss and plan.

e. One visitor - many hosts.

-ty
.

Presentation alternation.

g. Talk-pair-switch.

b=

. Talking tokens.

i. Think~pair-square.

j. Walk-stop-pair. Ask and answer.

4. Interview some subject teachers in the school or college that your
ESL students study in. Find out the kinds of situations in which the
learners have to speak English, and what sort of activities the teachers
expect the learners to do in the class. Once you have the needed
information, plan a communication-gap, discussion, or monologic
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task that you think will help your learners practice their speaking
skills and strategies for this academic setting.

(If you are unable to interview any teachers, you can also interview
your students about their learning needs in their mainstream class-
rooms. Alternatively, you can examine the syllabus or course content
for the subjects that your learners take and infer some speaking activ-
ities that would take place during the lessons.)

Further reading

Ernst, G. (1994) “Talking Circle”: Conversation and negotiation in the ESL class-
room, TESOL Quarterly, 28 (2), 293-322.

Jacobs, G. M. and Goh, C. C. M. (2007) Cooperative Learning in the Language
Classroom, Singapore: SEAMEO Regional Language Centre.

Ho, Y. (2003) Audiotaped dialogue journals: An alternative form of speaking
practice, ELT Journal, 57 (3), 269-277.

Hsu, H. Y, Wang, S. K., and Comac. L. (2008) Using audio blogs to assist
English-Language Learning: An investigation into student perception, Com-
puter Assisted Language Learning, 21 (2): 181-198.



10 Enhancing speaking
performance

Conducting speaking tasks afone is not sufficient to help fearners improve their
speaking proficiency. While learners have a chance to practice speaking during
these tasks, they do not have the chance to get feedback on how they have
performed, or to receive input on how they can improve. Stages 4 and 5 of the
teaching-speaking cycle (see Chapter 7) will give learners the opportunities to
receive such feedback and examine the language, discourse, skills, and strategies
needed for improvement. The chapter will address the following questions:

1. What kinds of activities can help learners notice the features of language and
discourse, and deveiop skills and strategies, that can enhance their speaking
performance during a particular task?

2. How can teachers provide opportunities for learners to repeat speaking tasks
so learners can have a chance to apply what they have learned about language
and discourse?

The following topics are discussed:

* Going beyond fluency practice.
Focusing on language, discourse, skills, and strategies.
* Repeating tasks.

Introduction

When leamers engage in speaking tasks such as those we presented in
the previous chapter, they can practice their speaking in a contextualized
manner. Although they may try to produce speech that is fluent and accurate,
attending to meaning and form at the same time can exert rather heavy
demands on them cognitively and affectively. As a result, many learners
may find they have to focus mainly on getting their ideas across, rather than
simultaneously trying to formulate utterances that are grammatically or
phonologically accurate. The purpose of Stage 4 in the teaching-speaking
cycle 1s to address the need to develop greater accuracy in language use and
pronunciation. This stage gives learners further opportunities to focus on
aspects of the speaking task that they may have overlooked, or not had time
to perform adequately when initially doing the task in Stage 3. It also allows
learners to develop skills and strategies that can enhance their performance.

225
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After learners have had a chance to examine different aspects of the task,
Stage S, which repeats the speaking task, allows them to do the same task
again so that they can improve their performance and acquire the language,
skills, and strategics that will enhance their overall speaking proficiency.
Stages 4 and 5 then are key to successful teaching of speaking because
learners focus on areas of language and performance that can help them
become better speakers and, at the same time, they get a chance to repeat
the language and strategies that they have been taught.

Going beyond fluency practice

After learners have had a chance to practice their fluency in a speaking
task, teachers need to draw their attention to selected “parts”™ of the fluency
task they have completed. The focus may be on linguistic aspects, such
as pronunciation, vocabulary, and grammar, or on structures of genre or
text type. Learners examine selected language forms and vocabutary items,
and understand how they are related to the speech functions performed
during the task. The focus on linguistic aspects and genres can be done
separately or in an integrated manner. For example, learners could be asked
to focus on a transcript of a description of a procedure in order to identify
the phrases or words used to signal the different “moves’™ in a specific type
of discourse, such as describing processes. By focusing on se¢lected aspects
of a task, learners will be able to see how this type of discourse is organized
and the way lexico-grammatical features can help to achieve coherence.
There are many items of language and types of skills and strategies that
learners could focus on at this stage, so teachers must decide which ones
are most important. It is certainly not advisable to focus on too many items
at one time. A good rule of thumb 1s to select a maximum of three related
items. For example, if it 1s important to show learnetrs how to use interaction
management strategies in a discussion task, the teacher may want to focus
on strategies for beginning and wrapping up a discussion, as well as how to
offer turns to group members.

Willis (1996) suggests that teachers’ “natural” observations of the learn-
ers’ performance will guide teachers in selecting appropriate areas of a
task, and language items that need further attention and analysis. Teachers’
observations are useful, as the items that have been identified will be based
on actual tearning needs. While this further analysis may be easily carried
out with small classes, it can be a challenge in some ESL and EFL classes.
Many English language classes in Asian schools, for example, have more
than 30 students in each class, and the number may go as high as 70 in some
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EFL classrooms, in countries ltke China. In such contexts, it is necessary
for teachers to pre-select items for focus based on their assessment of their
students’ needs. and their teaching objectives.

Pre-selecting items to focus on is also useful for beginning teachers who
may lack confidence and skill in dealing with unplanned activities. For
example, a teacher may decide to focus on how to manage turn taking or
topic change inan interaction. The activity, at this stage, would then involve
learners analyzing the language and strategies used for negotiating these
moves. We could also involve learners in the selection of the language items
or strategies for analysis and practice. For example, teachers could gather
valuable information on learners’ needs from the reflections and evaluation
they do in earlier classes. For example, if many learners have expressed a
problem with getting a turn to express their views in group discussions, the
teacher can select discourse strategies as learning points to focus on the
next time discussion tasks are used in class.

Speaking lessons should go beyond fluency practice to include a lan-
guage analysis component in which students look critically at language and
examine “the relationship between form and meaning” (Willis 1990: 64).
Including a gramamar focus in a speaking lesson, however, may seem unnec-
essary because there may be an assumption that good grammar knowledge
developed in grammar, or reading and writing, lessons will automaticaily
transfer to speaking and listening. There is little evidence to support this.
As part of the acquisition process, learners learn grammar, vocabulary,
and even social conventions for structuring texts best from the spoken
interaction that they engage in. In other words, they learn form—meaning
relationships in context. However, much ofthts learning may be indirect and
is accumulated over long periods of expostire and participation in different
kinds of oral interaction. By explicitly focusing on fanguage and discourse,
skills, and strategies, teachers can facilitate the acquisition of the selected
items and help learners improve their speaking performance directly. As
discussed in Chapter 5, spoken discourse also contains features that differ
from written discourse, and second language speakers will benefit from
knowing about them and how to use them in their speech. In addition,
learners will benefit greatly from learning how intonation can help speak-
ers manage their speech by seeing how intonation signals new and shared
knowledge with their listeners.

The teaching-speaking cycle extends fluency tasks to include language-
focused activities that can expand learners’ attention beyond communicat-
ing meaning to an understanding of the relationship between meaning and
language forms. For learners to improve, they cannot rely solely on their
own linguistic resources, or even the type of support that may be provided
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at the pre-task planning stage. It is necessary for teachers to provide input
in the form of models and examples of good oral performance. This sort
of teacher modeling, in video / audio recordings and transcripts of spoken
texts produced by competent speakers, can help raise learners’ metalinguis-
tic awareness, as well as providing them with a mental model of what good
spoken performance fooks like. In addition to noticing features of a task,
learners should also have a chance to repeat the fluency task, but with an
added emphasis on accuracy and appropriate use of skills and strategies.
Focusing on greater accuracy after the speaking task has been carried out at
least once can enhance learning and has the added advantage of increasing
learner motivation. This i1s because learners become aware of the gaps in
their linguistic abilities, skills, and strategic competence when they reflect
on their performance during the task.
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Focusing on language, discourse, skills, and
strategies

In this section, we describe how teachers can plan activities that focus
on language and discourse, areas that have been previously described in
other parts of the book. The activities will involve three stages: noticing /
sensitizing, analysis, and part practice. We will discuss grammar, genre,
and vocabulary together, while intonation, skills, and strategies are handled
separately.

Grammar, genre, and vocabulary
NOTICING

Noticing ts an awareness-raising activity and does not require learners to
manipulate or produce in speech the items they have noticed. It helps learn-
ers become aware of the presence of forms (Batstone 1994). Inthe teaching-
speaking cycle, noticing activities draw students’ attention to selected
grammatical features of syntax. or the way words are strung together in an
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utterance. Noticing activities also help learners see how certain grammati-
cal forms may be closely associated with specific kinds of speech gentes.
These activitics can also be used to help learners notice vocabulary, such as
formulaic expressions. To help learners notice features of grammar, genre,
and vocabulary, the teacher can have them listen to spoken texts and identify
the features. Learners can also work with transcripts, while they listen, and
underline, circle, box, or highlight relevant aspects of language.

ANALYSIS

After learners have noticed the vatrious forms, the teacher can explain their
function to the students. A better way would be for the teachers to first
engage the learners in their own discovery of form-function relationships.
Learners can be asked to discuss with a partner the functions that the
identified features serve in the communication of meaning. For example,
if they are working with a transcript of a conversation, they can identify
micro-discourse markers (e.g., right, well), and then discuss the role these
markers play in interactions. In other words, learners are asked to form
their own hypothesis about the functions first, before hearing the teachers’
confirmation or explanation.

PART PRACTICE

After the learners have analyzed and discussed the selected language fea-
tures, they can practice using those fecatures. For example, if formulatc
expressions have been focused on in a specific genre for signaling the
spcaker’s intention, the learners can be asked to use these expressions by
reviewing what they said during the speaking task. To do this, the teacher
should ideally have asked the learners to record themselves when carrying
out the task. The learners could then listen to themselves and see those
areas where they have performed well, and those that need improvement. If
no recordings are used, students could focus on parts of the task where they
can incorporate the formulaic expressions, and then practice those parts.

Intonation in discourse
SENSITIZING

Pronunciation-focused activities aim to raise learners’ awareness of the
commupnicative role that intonation plays, and to improve their perception
and production of these features. Teachers can help Icarners develop sensi-
tivity to intonation features by first introducing some perception activities
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where learners have to recognize stress and pitch movements (tones) in
context. Stress and pitch may prove to be a challenge for some students
who have difficulty perceiving pitch changes in sounds in general, but most
learners will eventually become more adept at recognizing pitch, as their
ears become more sensitized to the sounds. Sensttizing activities are useful
for pronunciation-skill development because the ability to perceive phono-
logical changes will help learners produce the different sounds. Learners
can also work with transcripts and underline, highlight, or draw symbols,
such as arrows, to indicate the sound movement that they have perceived.

ANALYSIS

As with grammar, analysis activities for intonation can also ask learners
to consider the way various intonation features work in the context of the
spoken utterances they hear. Instead of prescribing “rules” for pronuncia-
tion, the teacher encourages the learners to try to work out the communica-
tive value of intonation choices (e.g., prominence or fall and rise tones) for
themselves. For example, learners can examine why prominence is assigned
in an utterance, and how it is linked mostly to the stressed syllables in words
(e.g., //HOTter!/}. They may also see that in some instances, the normally
unstressed syltlable is stressed because the speaker wants to emphasize a
contrast {e.g., // not just HOT// but hotTER). Intonation may be more chal-
lenging for some learners than learning grammar and vocabulary, and it
may take more time for them to learn the features. It is advisable that
some instruction on intonation be carried out separately in the language
curriculum,

PART PRACTICE

After the learners have analyzed and discussed the intonation features high-
lighted by the teacher, they can learn to practice them in their speech. For
example, if they have focused on prominence as a way of signaling impor-
tant information in an utterance, they can practice reading aloud parts of
a transcript they have highlighted, giving special attention to how promi-
nence is assigned to stressed syllables. Rather than asking learners to read
the whole transcript, teachers may find it more useful to focus on some
utterances. The idea is not for [earners to try and reproduce the entire text
in the future, as this would be neither necessary nor possible, but to focus
their practice on some manageable portions of the text in order to develop
greater phonological awareness. When working with a recording of their
own speech, jearners can identify parts of their text where they could assign
prominence more appropriately. They can first transcribe a part of their
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speech and tdentify those parts where prominence ts needed to highlight
new information to the listeners, and then follow up by saying the utterances
aloud.

Speaking skills and strategies
NOTICING

Learners can develop a repertoire of speaking skills and strategies, such
as those discussed in Chapter 3 and Chapter 5, by first noticing how other
speakers use them. In this stage of the teaching speaking cycle, learners
can be asked to share with one another the skills and strategies they had
used in a task. This will give learners a chance to become familiar with a
range of skills and strategies that they can use. Sometimes, as ts the case
with many beginning or intermediate-level learners, they actually know
what to do because of their experience in their first language. The problem,
however, is that they do not have the language to use the skills and strategies
appropriately when speaking English.

ANALYSIS

In this part of the activity, learners could listen to competent speakers
lnteracting in similar situations. They could also be asked to watch a video
recording, which can also show paralinguistic features that are appropriate
for participating in an interaction, such as culturally appropriate gestures. It
is important that learners understand the different ways in which a strategy
can be used, according to the degree of formality of an interaction. For
example, tearners may need to pay attention to useful phrases that can heip
them ask for clarification in casual conversations, as well as during a formal
interview.

PART PRACTICE

Having been exposed to specific skills and strategies, and the language
needed to use them, learners should spend some time practicing them. For
example, they can practice asking for clarification and repetition, and check-
ing comprehension. See Chapter 12 for further discussion of strategy use.

Materials

Teachers will need to have some additional materials for the above activities.
Fortunately, many ofthese can be obtained from textbooks, CDs for listening
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comprehension, and free podcasts and other widely available resources
on the Internet. Teaching materials designed as listening comprehension
activities are particularly useful because they tend to include examples of
different genres that are appropriatc to the needs of general English or
ESP learners. The teachet’s manuals come with transcripts of the recorded
texts, and teachers can use both the recordings and the transcripts for the
language-focused activities.

Noticing-analysis—part practice activities are suitable for both aduits
and young learners. and tatlored according to the speaking tasks done. In
monologic tasks. older or more proficient lecarners can be asked to ana-
lyze talks that they and others produce. Learners can focus on formulaic
expressions for initiating and maintaining the message, or for establishing
cohesion. Young lecarners, on the other hand, often have to tell or retell
stortes. Listening to or reading the transcript of a story aloud can help
younger learners focus on simple grammatical resources, such as the way
tense and aspect work to convey meaning explicitly and precisely. They can
also identity important formulaic expressions or phrases used to signpost
different stages of a narrative, as well as learn how to use intonation to
make their stories morc interesting.

Repeating tasks

After going through the noticing / sensitizing and analysis activities,
learners need to reinforce their new knowledge through further practice.
This opportunity is provided in Stage 5 of the teaching-speaking cycle,
where learners repeat the task they have done in Stage 3. The rationale
for repeating a task done at Stage 3 is based on a cognitive approach to
language Jearning. As discussed in earlier parts of this book, speaking is
a cognitively demanding task, particularly for language learners who have
to speak in a language they have not quite mastered. As a result, they often
experience anxiety and other debilitating emotions, even when engaged
in routine classroom tasks. We explained the importance of task repetition
in Chapters 6 and 7 and outlined the ways that task repetition has been
shown to help learners in their spoken performance in the areas of fluency,
accuracy, and complexity. Task repetition also helps learners better frame
narratives and develop enhanced knowledge of the narrative genre. In the
teaching-speaking cycle, task repetition is purposely done after activities
that focus on language, discourse. skills, and strategies so that learners can
now have further language resources for improving their first performance.

When repeating a task, teachers need to consider what type of task it is,
how much to repeat, when to repeat, and who the learners should repeat the
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task with {Bygate 2005). Teachers may also consider using a parallel task
that 1s not identical.

Type of task

Many efthe tasks presented in the previous chapter lend themselves well to
repetition. Nevertheless, for practical reasons, it would be useful to consider
whether it is practical to repeat all of them. For example, it may be difficult
to repeat an entire discussion task.

Task design

A task can be repeated in its entirety. However, it is just as possible to
repeat only a part of the task. For example, learners can be asked to repeat
the “question and answer” (communication-gap) task with several other
classmates, but for monologic tasks carried out in small groups, such as
“respond and share.,” learners might repeat only their part, without having
to meet as a group again.

Timing

A task can be repeated immediately on the same day, or after an interval of a
day or several days. If the activities focusing on language, discourse, skills,
and strategies are extensive, it is unlikely that the task can be repeated the

same day. Sometimes, time constraints will also mean that the task has to
be repeated on another day.

Participants

Learners can repeat a task with the same people as the original task; that is,
their partners or members of the same group. Alternatively, they can repeat
the task with ditferent people. The techniques presented in Chapter 9 for
organizing pair and group work are useful strategies for getting learners to
repeat the same task with different people.

Parallel tasks

A parallel task is similar to the original task in its nature and demands, but
some details have been changed. For example, if students do a “construct
and compare” task (communication-gap task) in Stage 3 where they prepare
a dish of food, they can repeat the task with some modifications to the list of
ingredients they have been given, but the task still requires them to describe
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the process of preparing a dish, and to use the skills of asking questions,
giving answers. and seeking clarification.

Thy it . ; : ==
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Summary

This chapter presented ideas for helping learners focus on language, dis-
course, skills, and strategies through three-part activities consisting of
noticing / sensitizing, analysis, and part practice. These activities can offer
learners the time and space to develop the linguistic and strategic com-
petence needed to cope with future speaking tasks of a similar nature.
They go through this process without the anxiety created by real-time,
face-to-face interaction. By deliberately including post-speaking activities,
this approach also helps to address, at least in part, the need for teachers
to give immediate feedback to learners on their individual performance,
something they may have had difficulty doing in large classes. The next
stage i the teaching-speaking cycle, where the speaking task is repeated,
will give learners the opportunity to use the knowledge they have gained
from the feedback, thus improving their performance over the first time
they did the task.

The tasks presented in the previous chapter arc suitable for repetition,
but teachers should also find different ways to retain the novelty of the tasks
if they do subsequent repetitions. [f the entire task is to be repeated, learners
could do it with different participants. Alternatively, only a part of the task
might be repeated.

Speaking lessons should not be limited to simply asking learners to
complete a speaking task. There is more that teachers can do to help them
gradually improve their speaking. The attention given to language and
discourse, as well as skills and strategies, and the opportunities to do a
task again will contribute towards the development of greater automaticity
in learners’ spoken English. Figure 10.1 stiows a sequence of lessons in
which language-tocused activities and task repetition can be added to the
core task, referred to as “Discuss and Plan,” after it has been carried out
once. Pre-task planning is also illustrated.



Task: Discuss and Plan — an action plan.!

Theme / Topic: Family coping with changes.

Speaking skills: Express views and explain reasons.

Language focus: Modality: Modal adverbs (e.g., possibly, probably}, verbs (e.g. could,
might), and lexical phrases {e.g. & possibility, a certainty}.

Stage Procedure

2 Organize students in groups of threes. and set the first scenario for the
(Pre-task task: “Sam is ten years old. Recently. he has been reluctant to go to
planning.) school. Assign yourselves the roles of Sam's father, mother. and teacher.

Discuss reasons for Sam’s behavior, and work out a pian of action for each
of you to help him.”

Give each group a short article? on children who are afraid to go to school.
instruct students to scan the article for reasons for anxiety and fear, and
suggestions on how to help children with this problem.

After the students haveread the article, highlight important content
words that will be relevant to the fluency activities. Explain those that
students do not understand. Ask the students to underiine words or make
a list of words that they think they will need for their discussion.

3 instruct students to simulate a parent-teacher discussion to:
(Speaking task.)

Discuss and Plan. Identify possible factors that contribute to Sam’s reluctance to go to

school.

e Suggest strategies to help Sam overcome the problem so that he wili
enjoy school again.

» Decide specific tasks that each person will be responsible for.

¢ Set out a time frame for imptementing the plan.

» List some criteria for monitoring and evaluating progress.

4 Have students listen to an audio recording, or view a video recording, of a
(Language- discussion by a group of competent speakers doing a simitar discussion
focused activity.) and planning task.

Instruct students to listen for the way in which the speakers frame their
views and suggestions. Provide them with a checklist of language items
that express modatlity found in the recording {e.qg.. / think, | suppose,
probably, hopefully, perhaps, ought to). Students can check off the items
when they hear them. Alternatively, use a transcript of the interaction for
the noticing activity.

Follow up with analysis and discussion of the functions of the language
items, and a short practice.

5 Have students change their assigned roles and repeat the task. If they
Task repetition.  have been referring to the article when doing the task the first time, they
Discuss and Plan. should not do so during this phase.
Ask students to monitor the forcefuiness of their views and use
appropriate language items to indicate modality.

6 Have students evaluate their own performance.
Reflection on
learning.

Figure 10.1: A sequence of lessons in the teaching-speaking cycle, Stages 2—6
(adapted from Goh 2007).

Notes: This example of a sequence of {essons can be carried out with a class of
adolescent or adult learners. Depending on your class fength, the activities can
spread over several lessons in a week. The suggested activities can be modified
for younger learners by changing the roles in the problem-solving task to ones
they can readily identify with (for example to Sam’s classmates, who have been
asked to help Sam). Instead of an article, it may be better to use a series of pictures
with supporting words. You will also have to adjust time allocation. overall task
demands, and learner involvement during the noticing and analysis phase.

' See Chapter 9.

2 The article should be short to ensure that this does not turn into a reading comprehen-
ston lessen. You can also do some research on the topic and provide a short summary
of key points.
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Group-learning tasks

I

Describe a favorite speaking activity that you use or have experienced
as a student. Explain why it is your favorite. What speaking skills do
your students practice through this activity? What language items are
needed to help speakers convey their meaning clearly and precisely?
How is learners’ performance affected if they do not use these skills
and the words or grammar that you have identified?

. Select a piece of short, spoken text. If it doesn’t have a ready transcript,

transcribe it. If the text is a long one, transcribe an important excerpt.
Identify key grammatical items in that piece of text that are used for
expressing meaning at a) the sentence level and b) the discourse level.
Explain how you can help your students notice the grammatical forms
present n this text.

(Go back to the first group-learning task at the end of Chapter 5,
and review the activities that you identified as suitable for drawing
learners’ attention to the various generic stages of a recount. Do you
think those activities will be effective? Would you like to change any
of the ideas?

. Select an excerpt from a radio podcast or recording. Identify three to

five continuous utterances that you would do some analysis on. Work
with a partner to identify prominence, rise or fall-rise tone. and fall
tone. Explain to each other the communicative value of these features
1n the utterances that you have examined.

. Using the sequence of fessons in Figure 10.1 as a model, plan a similar

sequence (Stages 2--6 of the teaching-speaking cycle) with a speaking
task selected from Chapter 9.

Further reading

Burns. A. and Joyce, 1. (1997) Focus on Speaking, Sydney: National Centre for

English Language Teaching and Research.

Hewings. M. (1993) Pronunciation Tasks. Course for Pre-intermediate Learners,

Cambridge: Cambridge University Press.

Riggenbach, H. (1999) Discourse analysis in the language classroom, Vol. 1: The

Spoken Language, Anu Arbor: The University of Michigan Press.



11 Raising metacognitive
awareness

The teacherhas an important role in helping learners bring the processes of learning
to speak to a conscious level so that the learners can have greater control over their
speaking development. This chapter will answer two questions:

1. What is metacognition, and why is it important for L2 speaking development?
2. How can teachers raise learners’ metacognitive awareness about speaking?

To answer these questions, we will be addressing the following topics:

* The concept of metacognition.
* The importance of metacognition.
* Activities for raising metacognitive awareness.

introduction

The discussion of the teaching-speaking cycle thus tar has been mainly
about speaking tasks that teachers can use to provide opportunities for
speaking practice. These tasks encourage learners to communicate meaning,
as fluently as they can. We have also explained the need to include post-
speaking activities to help learners develop theirknowledge of language and
discourse, and use appropriate discourse and communication strategies to
enhancetheirinteraction. In addition, we recommended that teachers repeat
the speaking tasks so that learners can recycle the language they used when
they did the task the first time, while incorporating some of the language and
skills that they learned from the language-focused activities. These stages
in the teaching cycle are crucial to helping learners improve their speaking
directly. The teaching of speaking, however, will not be complete without
attention being given to developing the learners’ metacognitive awareness
about speaking. By incorporating an explicit metacognitive dimension into
a sequence of speaking activities that focus ontask, language, and discourse,
teachers will adopt an approach that develops speaking holistically. Such a
holistic approach will benefit learners, as it recognizes that they are active
agents who set learning goals and expectations according to what they
perceive to be significant and relevant (Lantolf & Thorne 2006).

237
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In this chapter, we will elaborate on the remaining stages of the teaching-
speaking cycle, where learners develop their metacognitive awareness of
second language speaking and of themselves as second or foreign language
speakers. We will explain how teachers can direct learners’ attention to
the speaking skill at the beginning of each unit of work, as well as the nature
and demands of the task they are about to carry out. In addition, we will
present practical ways by which learners can reflect on their learning and
receive feedback. Our discussion begins with an explanation of what meta-
cognition means, what it does for learning in general, and why it is important
for overall speaking development.

The concept of metacognition

Several decades after psychologist John Flavell (1976, 1979) proposed it as
a way of understanding how people think about their own thinking, the con-
cept of metacognition has become increasingly relevant to the discussion of
second language learning. Metacognition, as a construct, refers to people’s
consciousness of their own thinking and behavior: what they are thinking,
how they are thinking in relation to a situation or a learning task, and why
they are thinking in a particular manner. Metacognition also includes the
ability to bring mental processes under conscious scrutiny, thereby allowing
the person to regulate or manage these thinking processes.
Flavell’s explanation of the construct is as follows:

“Metacognition’ refers to one’s knowledge concerning one’s own cognitive pro-
cesses and products or anything related to them, e.g., the learning-relevant
properties of information or data. For example, [ am engaging in metacognition
(metamemory, metalearning, metacognitive-attention, metalanguage, or what-
ever) if [ notice that [ am having more trouble learning A than B; if it strikes
me that [ should double-check C before accepting it as a fact. . .. Metacognition
refers, among other things, to active monitoring and consequent regulation and
orchestration of these processes in relation to the cognitive objects or data on

which they bear, usually in the service of some concrete goal or objective (Flavell
1976: 232).

This capacity to be aware of our mental processes, and to have con-
trol over our learning, has been called the “seventh sense,” something that
learners, even young ones, can develop (Nisbet & Shucksmith 1986). It
has been argued that metacognition is not only a part of learners’ cogni-
tive development, but that it also promotes further cognitive development,
i1s amenable to classroom instruction, and enables learners to participate
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actively in regulating and managing their own learning (Marzano et al.
1988). When learners bring their learning processes to a conscious level,
they develop a sense of agency over their own learning efforts that can drive
them to aspire for greater success (Hacker, Dunlosky & Graesser 2009).
Metacognition also allows learners to examine their own feelings about
learning and acknowledge those feelings that need to be managed closely.
In other words, metacognition enables learners to exercise control over the
nature and quality of their learning. This ability to influence, by their own
actions, the way things happen, in turn, encourages learners to work harder
at achieving their learning goals, and encourages them to develop greater
confidence in themselves.

The benefits to language learning of metacognition were first reported
by Wenden (1987, 1991, 1998), and then discussed by a number of other
second language scholars who further highlighted the benefits of examin-
ing learners’ metacognition (see Chamot & O’Malley 1991; Cohen 1998;
Cohen & Macaro 2007; Matsumoto 1996; Oxford 1991; Victori & Lockhart
1995). An understanding of learners’ metacognition will enable teachers to
appreciate their students’ approach to learning, and offers teachers insights
into individual students’ learning styles and abilities (Rubin 2001). A re-
cognition of the role of metacognition in teaching and learning speaking
can, therefore, help teachers address learners’ needs in a focused man-
ner. Learner metacognition is an aspect of learning that previously has not
been addressed systematically in other approaches to teaching speaking. By
including a metacognitive dimension in our discussion of speaking instruc-
tion, we are proposing anapproach thatnot only puts a premium on learners’
own contribution to their speaking development, but also strengthens the
teaching of linguistic knowledge and skills that are necessary for effective
speaking.

The term “metacognitive awareness” is frequently seen in literature dis-
cussing learner strategy use and learner autonomy. Its definition, however,
is sometimes unclear. In our discussion of metacognitive awareness here,
we use the term to refer to manifestations of an individual’s metacognition
in the following ways: experience, knowledge, and strategy use (see also
Vandergrift & Goh 2012). These three dimensions, through which metacog-
nition is demonstrated, are distilled from common perspectives in the field
of education and second language learning (see Borkowski 1996 Flavell
1979; Wenden 1991, 2001; Hacker, Dunlosky & Graesser 2009; Pintrich,
Wolters & Baxter 2000). (See Figure 11.1.)

First, metacognition can take the form of a cognitive or affective expe-
rience (Flavell 1979); that is to say, one feels a distinct sense about a
thought or a learning demand at the moment it occurs. For example, when
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Person
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Metacognitive
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Figure 11.1: Metacognitive awareness in second language learning.

given the chance to respond to something that someone else has said, a
second language speaker senses an impending problem in expressing an
idea. The person may think, “I know what to say but I don’t have the words
in English.” Metacognitive experiences tend to be short-lived and may be
forgotten unless something is done as a result of them. In the example
above, the speaker may decide to use a communication strategy such as
circumlocution to express an idea that he or she does not have an English
word for, or the speaker might ask the listener to repeat what has been
said to buy some thinking time. On the other hand, if the speaker senses a
difficulty, but does nothing about it, he or she will miss an opportunity to
speak and continue in the interaction.

Second, a person’s metacognition is demonstrated by the knowledge that
one has about a particular type of experience or learning. Second language
speakers, for example, may know how to structure a talk where information
is presented and explained. Additionally, a learner may understand what it
takes to become a competent speaker of the language and the obstacles that
need to be overcome. Metacognitive knowledge is explained further in the
section that follows.

Third, metacognition is also demonstrated through a person’s use of
strategies to solve a problem or enhance learning. Strategy use demonstrates
a person’s control of his or her own cognition, and the action the person then
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takes in order to achieve a goal. In the case of second language speaking,
these strategies may involve finding ways of enhancing communication and
coping with difficulties, as well as structuring and managing discourse. (See
Chapters 3 and 5.) Strategies are also crucial to a learner’s overall speaking
development, in that they help learners plan, monitor, and evaluate their
overall learning efforts. Strategies for overall speaking development will be
discussed in the section below.

Think about it

Refer to the three dimensions of metacognition discussed above, and give exam-
ples from your experience for each of them. You can select examples from any
areas of formal or informal learning.

Metacognitive knowledge

Metacognitive knowledge is the self-knowledge a person has about learning,
and it is similar in structure and function to other kinds of knowledge that
is stored in long-term memory (Borkowski 1998). It has three recognized
dimensions —person, task, and strategy —all of which are relevant to learning
in general, as well as to second language learning (Flavell, 1979; Wenden
1991). Person knowledge refers to knowledge about how one’s learning
takes place and the way different factors may influence it. It includes what
learners think of themselves as learners, and what personal factors could
lead to their success or failure in learning something. It consists of a learner’s
concept of him- or herself as a learner, the sense of self-efficacy in relation
to a task and the problems that one faces, and possible causes as well as
solutions. Task knowledge refers to knowledge about the purpose and the
nature of a learning task, demands exacted by the task, and what kind
of deliberate effort is needed and when it is needed. It includes knowing
about the cognitive, social, and affective processes involved in a task, the
internal and external factors that affect the success of the task, and ways of
improving performance. Finally, strategy knowledge refers to knowledge
about strategies that can facilitate learning in general, and those that are
likely to be effective in achieving defined learning and communication goals
in specific situations. Figure 11.2 highlights examples of metacognitive
knowledge from the learners’ perspective. The figure is adapted from an

original framework applied to second language listening by Vandergrift and
Goh (2012).
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Person knowledge
Knowledge of the cognitive and affective factors that facilitate one’s speaking
performance and overall speaking development.

a. Self-concepts and self-efficacy about speaking:
® [ must try not to feel so stressed each time I have to speak on the phone m
English.
¢ [ think I'll be able to speak like a native speaker one day.
* | need to think a lot before I say something.
b. Problems related to L2 speaking, reasons, and possible solutions:
® My problem is not having the words to express some meanings in English.
¢ ] should learn to speak more appropriately in formal situations like
interviews.
® If I ask the speaker for clarification, I will have more time to think about

my reply.

Task knowledge
Knowledge about the nature and demands of a speaking task, how to approach the
task, and when deliberate effort is required.

a. Mental, affective, and social processes involved in speaking:
* You need to think about what to say and how to say it at the same time.
® [t’s important to be relaxed when you speak.
® I need to work with my listener during a conversation so we can understand
what we are both trying to say.
b. Differences between spoken and written discourse:
® [f I speak the way I write, I might sound “bookish™ and unnatural.
® Speech isn’t like writing, which can have many neat and complete
sentences.
¢ Telling a story is a bit different from writing one.
c. Skills for second language speaking:
¢ [tis important to know how to organize a story when you have to retell it.
® Having the right intonation when speaking is useful.
® When I’m in a group discussion, I need to know how to disagree politely.
d. Cultural and social differences of speakers:
* [ must be careful when speaking English to people from other cultures so
that I will not sound rude to them.
¢ ] wastold thatinthe UK., it is OK to start a conversation about the weather.
* [nmy country, youmustn’t call people older than you by their first names.
e. Factors that influence speaking:
* [ need to know enough about the content to talk about it.
® We speak the way our friends and other people in our society speak.
*® | should speak English to everyone I meet and not be embarrassed.
f. Ways of improving overall speaking development:
® [ need to get some local friends so I can practice my speaking with them.
¢ [ should learn how different types of speech are organized.
® [ need to learn to speak naturally and not repeat sentences that I write down.

Figure 11.2: Metacognitive knowledge about second language speaking.

(continued)
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Strategic knowledge
Knowl;dge about gﬁ‘ective strategies for different types of spoken interaction,
strategies for specific speaking tasks, and strategies that may not be useful.

a. Strategies for managing communication and discourse:
* Ifyou don't have the English word, you should use other words to explain
yourself and express the same meaning.
® Ilearned many useful phrases that I can use in my conversations.
° If] don’t understand, I can always ask someone.
b. Strategies for specific types of speaking tasks:
. If I have to do pair work, I need to remember how to ask my partner to
give better explanations.
® For talkg, I always prepare an outline with a proper introduction and
conclusion.
* In group discussions, it is always useful to know how to disagree politely.
c. Ineffective strategies:
® When I don’t know some key words, I will keep quiet, but I know this isn’t
good.
* Memorizing the entire speech is not useful because I may get stuck on one
part and won 't be able to go on.

Fisure 11.2: Metacognitive knowledge about second language speaking
(adapted from Vandergrift & Goh 2012).

Strategy use

Strategies in language learning are special techniques learners use to help
them enhance their learning and cope with challenges. Following Cohen’s
(1998) distinction between strategies for language use and strategies for lan-
guage learning, strategies for speaking consist of those used during spoken
interactions (language use), and those used for general speaking devel-
opment and specific speaking tasks (language learning). (See Figure 11.3
below). Speaking strategies that can facilitate speaking performance during
spoken interactions comprise communication and discourse strategies (see
Chapters 3 and 5 again). Strategies for language learning comprise self-
management strategies that assist learners in their speaking development.
This latter group consists of strategies for regulating overall speaking devel-
opment, and for approaching and managing speaking tasks in the language

classroom.
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Figure 11.3: Types of swategies fer interactions and learning.

Figure 1 1.4 below presents strategies for language learning according to
the three functions of planning, monitoring, and evaluating, as developed
by Brown (1978) and applied successfully to language learning (O’Malley
& Chamot 1990; Oxford 1990). Commonly referred to as metacognitive
strategies, this group of strategies can potentially help language learn-
ers develop greater self-regulation when managing their overall speaking
development, as well as when approaching specific speaking tasks in the
classroom, individually or with their peers. Self-regulation is a process by
which individuals adjust their actions and goals in light of environmental
conditions, so as to achieve the desired results for their learning (Boekarts,
Pintrich & Zeidner 2000). Planning strategies enable learners to set learn-
ing objectives and consider the means by which these objectives can be
achieved. Monitoring strategies enable learners to check on their progress
with the goal of speaking development inmind, and also to ascertain whether
they are addressing the demands of a speaking task adequately when the
task is being carried out. Finally, evaluating strategies enable learners to
determine the outcomes of their plan for speaking development, as well
as assess the success of their efforts in accomplishing a speaking task in
class. Figure 1 1.4 shows examples of metacognitive strategies that are rele-
vant to second language speaking development, in general and task-specific
situations.
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The importance of metacognition

Educational research shows that successtul learners are individuals who
think about their learning and can develop ways to manage and direct this
endeavor (Alexander 2008). They are keenly aware of their own learning
processes and perceptive of the demands of their learning tasks. Further-
more, they have a wide repertoire of strategies that they can apply and adapt
to meet the needs of specific contexts. Learners who are less effective, on
the other hand, are known to be less reflective of the way they learn, and are
usually less conscious of task demands and appropriate ways of approach-
ing learning tasks. These effects of metacognition have been postulated by

Flavell (1979: 908):

I believe that metacognitive knowledge can have a number of concrete and
important effects on the cognitive enterprises of children and adults. It can lead
you to select, evaluate, revise, and abandon cognitive tasks, goals, and strategies
in light of their relationships with one another and with your own abilities and
interests with respect to that enterprise. Similarly, it can lead to any of a wide
variety of metacognitive experiences conceming self, tasks, goals, and strategies,
and can also help you interpret the meaning and behavioral implications of these

metacognitive experiences.

Learners’ metacognition can directly influence the process, and even the
outcome, of their learning (Borkowski 1996; Palmer and Goetz 1988). If
they know the demands of a task and have a rich knowledge of strategies,
learners can choose the appropriate strategies when addressing a particular
communication or learning need. Learners with rich swrategic knowledge
are also more successful at wansferring strategies appropriately to a new
learning task (Gagne, Yekovich & Yekovich (1993). In second language
speaking, language learners’ perception of what speaking requires can
influence the strategies they select or abandon (Zhang & Goh 2006). It
can also influence their learning path because learners will be in a better
position to modify their plans, adjust their goals, and review their needs.
Second language research has provided evidence of learners’ metacognitive
knowledge (Wenden 1999; Cotterall & Murray 2009), and the contribution
metacognitive knowledge has made to improved listening skills (Cross,
2009; Vandergrift & Tafaghodtari 2010); reading (Carrell 1989; Zhang
2010); pronunciation (He 2011); and writing (Victori 1999). Metacognitive
awareness is also linked to learner motivation (Vandergrift 2005), and it has
been reported to enhance self-confidence (Goh & Taib 2006).
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Raising metacognitive awareness

The teaching-speaking cycle has three stages (1, 2, and 6) where teachers
can help learners bring their metacognitive knowledge to the surface. In the
last stage (7) teachers provide feedback to learners on their learning and per-
formance, so this stage adds to metacognitive knowledge, as well. The aim
ofthe activities done during all four stages is to increase learners’ awareness
of what is involved in learning to speak another language, and to encourage
them to consider how they can further improve their own performance by
setting goals for future tasks. The activities will deepen learners’ under-
standing of themselves as L2 speakers, the nature and demands of speaking
and learning to speak, and the strategies needed for spoken interaction and
speaking development. The activities are also a means by which learners
can tap into their task knowledge, as they prepare for the task they are about
to engage in. By integrating speaking activities and metacognitive ones,
the teaching-speaking cycle provides the necessary support, challenge, and
motivation to engage language learners in developing the skill of speaking.
The importance of the various stages in the cycle was first highlighted
in Chapter 7. Although the stages each have an explicit focus, they are not
completely independent of each other in the learning process. For example,
activities that highlight language, discourse, skills, and strategies in Stage
4 have a metacognitive element because they raise learners’ awareness of
the features of speech and effective ways of speaking, and this awareness is
part of the learners’ task knowledge and strategy knowledge, respectively.
In the following section, we will relate the activities in the four stages
(1, 2, 6, and 7) more closely to the metacognitive framework explained
earlier in this chapter. We will also provide more examples of prompts
that teachers can use at the reflection stage to direct learners’ attention to

different aspects of their learning.

Focusing on speaking

Stage 1 of the teaching-speaking cycle gives learners the opportunity to
think about the skill of speaking in general, as well as attend to the speaking

task at hand. It serves one or both of the purposes below:

* [t encourages learners to plan for overall speaking development.
» It prepares learners to approach the speaking task for the day.

In this stage, learners work with prompts based on planning strategies to
guide them 1n setting personal goals. For example, teachers can encourage
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leamers toconsider the feedback received on their performance in previous
lessons or similar tasks done in the past. They can also ask leamers to
identify one or two areas of their speaking competence that they should
pay attention to when participating in the task in Stage 3. Stage 1 is also
a time for learners to focus on person knowledge, as mentioned earlier in
this chapter. It is what they know about themselves as second language
speakers, their strengths and problems, and why these problems occur (see
Figure 7.2 in Chapter 7).

Clearly, learners cannot focus their attention on all the above at the same
time. The teacher may vary the focus according to the timing of the unit of
work on speaking. For example, at the start of a program or a new semester,
learners can reflect on their past achievements and work on an action plan
for speaking development. In the same way, if the cycle is at the end of
a course of study, asking leamers to evaluate their development would be
appropriate. You may wish to give the following handout (Figure 11.5) to
your students.

Planning for a new term and managing your progress

You are about to begin a new term, and it will be useful for you to take stock of
what you have learned and make new plans. Research tells us that it is important
for students to take time to think about their own learning, and find ways of
managing it. The questions below are meant to help you in your reflection and
planning.

Part 1: Thinking back

a. What did you find most enjoyable in your last English course?

b. What speaking skills did you learn?

c. What kind of speaking activities did you find most useful for your
speaking development?

d. Are you satisfied with the progress you have made?

e. Do you think the methods you adopted for practicing speaking were
useful?

f. What are some areas of speaking that you still need to work on?

Part 2: Thinking forward

a. What goals for speaking do you have for this new term? Why are they
important?

b. How do you plan to achieve your goals?

c. Whose help do you need to carry out your plan? How would you involve
them?

d. What are two dates during this term when you will be spending time
checking on your own progress? Write them down.

e. How will you know that you have made any progress?

Figure 11.5: Thinking about speaking at the beginning of a new term.
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Preparing for speaking

Stage 2 of the teaching-speaking cycle is where teachers provide input
on the language (e.g., vocabulary) or the content needed for the task, and
guide learners in their pre-task planning. A consideration of the various
aspects of task knowledge is most relevant here. Teachers can select from
the items of task knowledge in Figure 11.2 that are most appropriate. For
example, learners can be asked to consider the cultural and social differences
between spoken interactions in their country and the country in which they
are learning English. If learners are preparing a monologic task, they can
be asked to consider the differences between spoken and written discourse,
when they are preparing for their speech.

Learners can also be asked to preview the requirements of the speaking
tasks and the outcomes they are expected to produce. Figure 11.6 gives an
example of a set of guiding questions that learners could use individually or
with a partner to prepare for a monologic task (see Chapter 9) that requires
them to do a poster presentation in a gallery tour setting, an activity common
in academic learning contexts.

Sometimes, the focus of a task may not be on the product or commu-
nicative outcome, but on the process. If this is the case, learners must be
reminded of the aim of the task. For example, in a discussion task, the
teacher may want leamers to develop their skill at interaction management
and exploring ideas. If this is the case, then learners need to understand that
they should spend as much time as possible on the discussion task and not
be in a hurry to arrive at an outcome. At the same time, learners may also

- Preparing for a poster presentation
Part 1: Defining the goal

a. What is the aim of this presentation?
b. What am I expected to explain?
c. What objectives do [ want to achieve?

Part 2: Action plan

a. What are some things [ know about poster presentation that I can apply to
the new task?

b. To achieve the objectives for this task, what do I need to do?

c. What questions would I likely be asked? Do [ have answers for these
questions? If not, what can I do to prepare for them?

d. What difficulties would I likely face? What strategies can I use to manage
these difficulties?

Figure 11.6: Raising awareness of task knowledge in pre-task planning.
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need to review useful phrases and formulaic expressions needed for apply-
ing communication and discourse strategies. Emphasizing the importance
of the process itself will prevent learners from focusing only on the results
of the discussion and will encourage them to practice the process skills that
the teacher thinks are important.

Reflecting on speaking

In Stage 6 of the teaching-speaking cyc le, learners get to step back from the
activities and reflect on their performance, after they have completed the
various activities related to the speaking task. Reflections have two charac-
teristics: descriptive, where learners recall in writing or speech what they
did; and evaluative, where learners critically assess their own performance
in a speaking task or on other activities related toit. Figure 11.7 suggests the
use of a speaking diary, based ona similar idea developed for listening (Goh
2002). The template shown in Figure 11.7 can be made more structured by
including some questions that focus on specific areas of learning. Although
the templates suggest that the reflections will be in writing, it is perfectly
possible for learners to record their reflections in speech and upload the file
for teachers to access. This will also give learners further opportunities to
practice their speaking.

Speaking diary

Write down your thoughts about your learning experience Teacher’s response:
this week. Here are some questions to help you get started.

a. What did you learn to do this week in your speaking
class?

b. Were the activities useful for helping you improve
your speaking?

c. Did you have any problems? If you did, what did you
do to help you cope?

d. What did you learn about speaking?

e. What useful expressions / skills / strategies did you
learn?

f. Do you feel confident that you can do the same
thing again another time?

Figure 11.7: A suggested template for a speaking diary.

For'reﬂection that is directed at a task, teachers can give learners a
checl'dlst to assess their own performance. For example, in the monologic
task involving the poster presentation referred to earlier, learners can be
asked to assess their own performance of the presentation. Figure 11.8
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Self-assessment of a monologic task

Part 1: My perfermance

Put a check v in the box that best shows what you think. Write any thoughts you have.

Agree. : Notsure. } Disagree. ;| My thoughts.

1. I prepared well for
the task.

8]

I am happy with my
perfarmance today.

3. My classmates
showed that they
enjoyed listening to me.

4. 1 felt nervous.

5. Imade few
grammatical
mistakes.

6. Tused the right
formulaic
expressions.

7. My pronunciation
was clear.

& I used suitable
words and phrases
to help my audience
notice what I
wanted te say.

9. 1feel my pace was
just right.

10. 1 spoke too fast
throughout.

11. Thad too many
pauses and
hesitations.

12. 1 spoke confidently.

Part 2: My plan

List two to three things you would like to improve on before you do another similar
task. Write your thoughts in the box.

Things I would like to improve on:

Figure 11.8: Self-assessment checklist for a monologic task.
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gives a self-assessment checklist, where the reflection can be done quite
quickly, as in the speaking diary, without too much writing. This checklist

can also be used for peer-assessment, where learners assess each other’s
performance.

Improving speaking

The last stage ofthe teaching-speaking cycle is where the teacher gives feed-
back on speaking performance and responds to learners’ written or spoken
reflections. Learners can also be asked to give feedback to one another.
The important point about feedback is that the teacher should decide on a
few important areas to focus on. Based on the prompts used, the teacher’s
feedback can be on learners’ reflections on person, task, or strategy knowl-
edge, as well as commenting on learners’ use of strategies. The feedback
can also be based on the learners’ actual speaking performance that the
teacher has observed during the speaking tasks, or post-speaking activities
where language use is discussed. All of this feedback will be useful for the
learners as they begin the next cycle of speaking lessons. Thus, the goal of
feedback is to help learners increase their knowledge about themselves as

second language speakers, and their knowledge of how they can improve
their speaking further.

Summary

The teaching of speaking will not be complete without including ways of
helping learners develop their metacognitive awareness. This chapter com-
pletes the exemplification of activities in the teaching-speaking cycle by
elaborating upon the aims and nature of metacognitive activities in Stages
1, 2, 6, and 7. The aim of these activities is to raise learners’ metacog-
nitive awareness about learning to speak another language. This chapter
is based on the principle that language learners who have a high degree
of metacognitive awareness about second language speaking will be more
capable of regulating their own learning. With heightened metacognitive
awareness, learners can draw on their person, task, and strategy knowl-
edge and, at the same time, actively plan and monitor their performance.
By developing their metacognitive awareness, learners can acquire a greater

feeling of control as they develop new ways of managing their own speaking
development.
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Group-fearning tasks

1. Review what you understand by *“metacognition.” Plan an activity
where you can tell your learners about metacognitive awareness and
what it can do to help them in their language learning, particularly in
speaking development.

2. Interview some learners about their experiences in learning to speak a
second / foreign language. Organize the learners’ comments accord-
ing to the framework for metacognitive knowledge and strategies
presented in Figures 11.2 and 11.4. Compare your observations with
other colleagues.

3. This task has two parts. The first part is an integrative task, where you
consolidate all that you have learned about planning with the teaching-
speaking cycle. The second part gives youa chance to experience part
of the teaching cycle.

a. Plan a unit of work on speaking, using the teaching-speaking cycle
as the framework. Ensure that the right kinds of tasks and activities
are used at every stage. When you have finished, present your plan
in a poster to your colleagues or others in your class. If you are in
a course, your course instructor will organize a “gallery tour,” and
you will get a chance to explain your work and answer questions
based on it.

b. When you have finished your presentation, play the role of students,
and do the activity. Then assess your own performance, using the
checklist in Figure 11.7. Did you find the checklist useful? How
would you improve it?

4. Review the tasks at the end of all the chapters in this book. Select a
few that you think have been helpful in raising your metacognitive
awareness about teaching speaking. Which aspects of metacognitive
awareness did each of these tasks raise? Which aspects of strategy
use, if any, did the tasks focus on?

Further reading
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In this final chapter, we discuss the topic of assessing speaking. Assessment of
speaking is both an important and a challenging area of a speaking program.
The way in which judgements about students’ speaking abilities can be made will
vary according to the purposes for assessing and the point at which assessments
are made. Assessment can also have a profound effect on what speaking skills the
teacher chooses to teach, as the fact that the students will ultimately be assessed at
the end of a course means that teachers may “teach to the test.” Not all instruction,
however, is directed at test taking and, in some courses, the teachers may have
considerable flexibility in selecting what will be assessed and how assessment will
be conducted.
In this chapter, we address three main questions:

1. What is the role of assessment in speaking programs?

2. What issues must be considered to ensure sound and reliable forms of assess-
ment?

3. What types of speaking assessment tasks are available to teachers?

To answer the questions, we will discuss the following topics:

When and how assessment in speaking should occur.
Principles for sound assessment practices.

Tasks and activities for assessing speaking.
Procedures for rating and scoring assessments.

In Chapter 8, we touched briefly on assessment, when outlining the main
steps and procedures in planning and designing a speaking course. There,
we made the point that assessment is a component of course planning and
design that should occur throughout the course. Not only is assessment a
vital aspect of diagnosing learner needs on an ongoing basis, but it also
enables teachers and learners to analyze what progress has been made in
learning, as a result of the course. In short, assessment is an integral part of
a learner-centered speaking program.

Apart from its importance as a part of course design, and in enabling
learners to evaluate what progress they have made, around the world, assess-
ment has become increasingly important in recent years. Ministries of edu-
cation require evidence of what achievement learners are making as a result
of the financial investment that is being made in the teaching of English.

255
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Policymakers want accountability from educators, regarding the effective-
ness of English-language tuition. They also want to see how programs
create logical and sequenced educational “pathways,” as students progress
from early tuition to more advanced stages. Administrators, in schools and
colleges, require mechanisms for passing on information about what has
already been achieved to other teachers so that the transition from one level
of learning to the next can be transparent. Students and parents also express
the need to know how learners are progressing, especially in a globalized
world, where the learning of English is seen as increasingly important for
future study and employment opportunities. Assessment and testing lie at
the center of all of these concerns, as they provide concrete records of
progression and achievement.

Think about it

Cansider the various factors related to testing that are outlined abave. In your view,
what impact do they have on your teaching of speaking?

In our discussion of assessment, we will make a distinction between
summative assessment; that is, the assessment of students at the culmination
of a course or other specified period of learning; and formative assessment,
which is related to the ongoing development of knowledge and skills. We
discussed both these concepts previously in Chapter 8. We will first look
briefly at some of the major tests used to assess speaking, but the main
focus of this chapter will be on what teachers themselves can do to carry
out classroom-based assessment.

Tests of speaking

In this section, we discuss some of the international tests available for testing
speaking. However, as our main focus is on classroom-based assessment,
we touch only very briefly on major tests of speaking.

The testing of speaking skills has become increasingly important, not
only because progress and achievement need to be recorded within educa-
tional institutions, but also because certain levels of language skills may
be required for progression into further study and / or employment. In
many countries, students must achieve certain levels of skills in tests -
such as the International English Language Testing Service (IELTS), the
Test of English as a Foreign Language (TOEFL), or the Test of English



Assessing speaking 257

for International Communication (TOEIC) — before they gain admission
to universities or to other forms of post-secondary education and training.
“Gate-keeping” tests of this type that determine whether students proceed
to future educational pathways are considered “high-stakes™ tests (Brindley
1989).

In Chapter 8, in the section on assessment as part of course planning,
we referred to the Common European Framework of Reference (Council of
Europe 2010), which is now widely used as a set of criteria for measuring
assessment of the various language skills, including speaking. The CEFR
assesses both spoken macrofunctions and microfunctions. Macrofunctions
are chunks of language serving the same functional purpose (e.g., narratives,
descriptions, explanations), similar to the notion of genre or types of talk
we discussed in Chapter 5. Microfunctions are more individual functions
such as apologizing, inviting, complimenting, and so on, which relate to
turns in talk (see also Chapter 5). Six spoken microfunctions are included
in the CEFR:

* Giving and asking for factual information (e.g., describing, reporting,
asking).

» Expressing and asking about attitudes (e.g., agreement / disagreement,
knowledge / ignorance, permission).

* Suasion (e.g., suggesting, requesting, warning).

* Socializing (e.g., attracting attention, addressing, greeting, introducing).

* Structuring discourse (¢.g., opening, summarizing, changing the theme,
closing).

* Communication repair (¢.g., signaling non-understanding, appealing for
assistance, paraphrasing).

The Cambridge Certificate in English Language Speaking (CELS) is a test
linked with the CEFR. CELS can be taken at three levels corresponding
to B1, B2, and C1. (See Chapter 8 and Task 3 in the Group-learning tasks
at the end of this chapter for the oral-production descriptors for each level
of the Common European Framework of Reference.) Four categories of
assessment scales are included in the CELS: a) grammar and vocabulary;
b) discourse management; ¢) pronunciation; and d) interactive communi-
cation.

The grammar and vocabulary category involves testing accurate and
appropriate use of lexico-grammar 1n tasks provided at each level.

Discourse management tests the ability of the candidate to produce con-
nected and coherent speech over several utterances to convey information
or put forward opinions.
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Pronunciation assesses the ability to produce speech comprehensibly,
using appropriate production of individual sounds, linking strategies, stress,
and intonation. First-language accents should not impede the ability to be
comprehensive.

Finally, interactive communication measures the candidate’s ability to
initiate and respond appropriately to fulfill the task. Candidates should
show they have the ability not only to use language functionally and main-
tain or repair communication, but also to move the interaction towards an
appropriate conclusion.

If teachers are teaching a speaking course where students will eventually
be taking a formal international test, such as CELS or the other tests men-
tioned in this section, they will, of course, need to familiarize themselves
thoroughly with the requirements of the test. They also need to make the
test requirements explicit to their students, and assist them in preparing for
it, by ensuring substantial amounts of practice with tasks such as the ones
they will go on to complete during the test.

Discuss it

Are your students preparing for a formal test? With your colleagues, examme 1he o
descriptors or criteria for speaking atthe Ievai(s) you are teaching. Share your ideas
on how you prepare your students for the test. Also, discuss strategies that the .
~ learners in your class use to help themselves prepare. If your learners are not good
at self-directing their preparation, brainstorm ways they can be encouraged to be '
~_more autonomous. i

Outcomes-based assessment

Many educational systems have moved in the last decade or so toward
assessing students based on outcomes or using standards, frameworks,
and benchmarks to assess performance. Outcomes-based assessment (see
Brindley 1998) means that the learner’s performance is assessed against
a series of external criteria that describe the ability to perform a certain
task or job. In some contexts, outcomes-based assessment is also referred
to as competency-based assessment, a form of assessment that comes pri-
marily from industry and business, where the competencies needed to per-
form a job are used to evaluate people’s performance. In an outcomes-
based system, it is possible for students to partially achieve the outcome,
since they may be strong on some performance criteria and less strong on
others.
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Figure 12.1 below is an example of learning outcomes for students study-
ing in an Australian national program for adult immigrants. The curriculum
framework used in this program consists of four certificates: the Certificates
in Spoken and Written English (CSWE) I-1V, each level of which equates
roughly with the levels A1-B2 of the CEFR. At the most advanced level,
students have an option to undertake modules of English study that aim to
assist them in seeking employment, CSWE IV (E). One of the modules is
Skill C: Language skills for telephoning in job-seeking contexts.

The example in Figure 12.1 shows the two sets of learning outcomes stu-
dents are expected to achieve for Skill C: C1 (Prepare for a job-seeking
telephone call) and C2 (Negotiate a complex transactional telephone
conversation).

Outcomes-based assessment, which refers to assessment of learners’
performance against specified criteria, contrasts with norm-referenced
assessment, where students’ performances are compared with cach other.
Norm-referencing, a more traditional form of assessment, is illustrated in
the way students’ scores at school are listed from the highest to the low-
est. Luoma (2004) points out that these two forms of assessment tend to
form a continuum with the grading that is used, showing an inclination for
on¢ form or another. In this chapter, we focus on criterion-referenced or
outcomes-based assessment.

Principles of assessment

It has not always been the case, in situations assessing speaking, that students
are aware of what is being assessed. A common tendency has been to assess
students without making the criteria for assessment clear to them. Research
on assessment over the last two decades has highlighted various principles
that should be applied in assessment settings, in order to make assessments
fairer, more equitable, and transparent to students. Here, we outline briefly
the factors teachers should take into account, as far as possible, when
assessing speaking.

» Students should be informed when they are being assessed.

* Students should be informed how they will be assessed.

» Teachers should make the criteria for assessment explicit to the students.

« The ratings, scores, marks, or grades attached to the criteria should be
explained to students.

All of these factors have to do with the conditions under which students
are assessed. One important issue is how the teacher will communicate
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Module name: Language skills for telephoning in job-seeking contexts
Module code: CSWE 1V (E) C
Nominal hours: 75

Module purpese: This module covers the language skills required when using the
telephone to inquire about advertised jobs, employment opportunities, or
work-experience placement. The module also prepares learners to respond
appropriately to emplayers who are using informal interviews.

Summary of learning outcomes:
C1 Prepare for a job-seeking telephone call.
C2 Negotiate a complex transactional telephone conversation.

Assessment strategy:
Learning outcomes for this module may be assessed together using the same task.

Evidence may be gathered, for example, through:

* Teacher observation of satisfactory performance.
* Observed role plays.
* Audio / video recordings to assess performance.

Delivery mode:

The module may be delivered by telephone or face-to-face.

To deliver this module, the teacher will need to research an organization relevant to
the learner’s job-seeking context.

Module: CSWE 1V (E) C

Language skills for telephoning in job-seeking contexts

Learning outcome: CSWE 1V (E) C1

Prepare for a job-seeking telephone call.

Conditions and method of

Assessment criteria assessment
1.1 Research target organization. Sample tasks
2 Identify contact person within Learners prepare, for example:

organization, e.g., name, position.
1.3 Outline range of questions to elicit
information sought.
1.4 Prepare responses to questions likely
to be asked by organization.

e File incorporating research
notes.
e Research worksheet.

Figure 12.1: Example of assessment criteria in an outcomes-based curriculum
(Certificate in Spoken and Written English Module IV (E) C 2008; reproduced
with permission).

(continued)
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Language skills for telephoning in job-seeking contexts

Learning outcome: CSWE IV (E) C2

Negotiate a complex transactional telephone conversation.

Assessment criteria

Conditions and method of
assessment

2.1 Participate effectively in a complex
transactional telephone conversation.

2.2 Initiate a call, identify self, and
state business clearly and
appropriately.

2.3 Use appropriate staging for telephone
exchanges, e.g., greeting, body of the
call, pre-closing and closing.

2.4 Ask for information / offer a service.

2.5 Demonstrate understanding of intent
of interlocutor, e.g., intent may
include initiating an informal
interview or providing information.

2.6 Make statements, ask and answer
questions, and give feedback.

2.7 Sustain conversation, e.g., take turns,
confirm, clarify, repair, identify topic
shifts.

2.8 Link ideas cohesively by using
appropriate reference and
conjunctions, e.g., addition, time,
cause, consequence, condition, and
comparison.

2.9 Use accurate vocabulary and
grammatical structures appropriate to
setting and register.

2.10 Pronounce utterances intelligibly,
i.e., so that delivery does not impede
comprehension, or use strategies
such as reformulation or repetition to
clarify meaning.

2.11 Use pausing, stress, and intonation to
communicate meaning,

Call can be simulated or authentic.
Interlocutor must be a fluent
English speaker.

Sample tasks
Learners undertake role play,
inquiring, for example, about:

e An employment /
work-experience opportunity.

e A position, [and then they]
participate in a short informal
interview,

e A position [alone].

Learners participate in a short
informal interview.

Learners may role play a
telephone call to [an]
organization [they have
previously] researched for C1.

Figure 12.1: Example of assessment criteria in an outcomes-based curriculum
(Certificate in Spoken and Written English Module IV (E) C 2008, reproduced
with permission).
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information about assessment methods, criteria, and rating systems to the
students. Teachers may need to ask questions, such as: Does the students’
language level allow for explanations in English, or should I use their L1?
If students are from mixed first-language backgrounds, what strategies can
I employ to make sure they all understand the information? Are students
at an age where they will understand what assessment is? If not, what
strategies can I use to explain the concept of assessment? Are students
aware of how the assessment criteria fit into the overall requirements of
the course they are taking, and are they aware of the assessment demands
of the educational system? In preparing their students for assessment, it is
important that teachers take these issues into account and develop ways to
provide clear explanations to them.

Dischss it

- With your colleagues, discuss the conditions under which you currently organize
student assessment, Use some of the questions above as a trigger for parts of your

- discussion. Consider ways in which changes or improvements might be made to
current practices.

In addition to these conditions, there are characteristics of good assessment
that need to be established:

* Assessment methods and criteria should relate back to the goals and
objectives for the course. In other words, the students should not be
assessed on speaking skills and knowledge that the course has not cov-
ered. Therefore, in their planning of course objectives, teachers should be
thinking ahead to the outcomes that can be expected from each objective.

¢ Assessment must be reliable. Reliability in assessment has to do with
consistency, and both intra-rater and inter-rater reliability need to be
achieved. Intra-rater reliability means that the same assessor is able to
rate students’ task performances consistently over several days, using
the same criteria. Inter-rater reliability means that different assessors are
able to reach agreement about a student’s task performance.

* Assessment must be valid. In other words, assessment should assess
what it claims to assess; it should have face-validity. For example, a
speaking assessment that requires students to provide written responses
would not be considered a valid test of students’ spoken competence.
Content validity (assessing what has been taught) is another important
type of validity.
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» Assessment should be based on clear criteria and shared descriptors. In
other words, if assessment is to work effectively and fairly, and have
meaning for other teachers in the educational system or school, a “com-
mon language of assessment” is needed. The way in which achieve-
ment is described should be comprehensible and meaningful to other
teachers.

Thornbury (2006) comments, justifiably, that assessment of speaking is
by no means straightforward. In comparison with assessment of grammar or
writing, where responses can easily be recorded in written form, speaking
must be assessed through speaking. The teacher must arrange for the time
and opportunity for students to demonstrate their spoken skills, and also
must devise tasks enabling students to do so. Therefore, it is particularly
important that the criteria for speaking assessment be realistic and clear.
Fortunately, one solution to the problem of finding the time for classroom
assessment is that many of the activities used in class to practice speaking
can be the same as those used to assess speaking. Formative assessment
processes, 1n particular, benefit in this respect. In addition, as Thornbury
points out, the “washback effect” of a speaking test is likely to encourage
students (and even teachers) to produce more oral language in class. Wash-
back has to do with the effect or influence the test and its criteria have on the
way course content and skills practice are planned. If a teacher and students
know that students need to pass a certain type of test in the future, they are
likely to prepare for that test as part of the course.

Classroom-based assessment

Luoma (2004:121) provides a useful example of an end-of-course speaking
test, devised by a teacher. The teacher’s purpose in administering the test is
described as follows:

The aim of this test is to assess the examinee’s ability to express [his or her]
ideas in English, take the interlocutor’s contributions into account and make
use of them in discussion, and collaborate in the creation of interaction. Social
appropriateness is not assessed explicitly.

Ability to express [one’s] own ideas is reflected in:

* Intelligible pronunciation,

* Knowledge of relevant vocabulary.

* Ability to react in reasonable time and in relevant, meaningful chunks.
* Sufficiently accurate knowledge of grammar.
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Ability to take into account and make use of the interlocutor’s turns, and ability

to collaborate in the creation of interaction are reflected in:

* Signaling of known and new themes through phrasing, grammar, and
stress.

¢ Repetition and reformulation of words and phrases from previous turns.

* Relevance of turn content, in light of previous turn and discourse history.

* Willingness to talk, [and] willingness and ability to elaborate.

The background to the test described above is that the teacher developed
it for her own particular learning context, bearing in mind the course she had
taught, and what she wanted her students to achieve. As she developed the
course herself, she did not have to refer to other testers or external criteria.
Over time, she had gained experience in improving the way she carried out
tests with her students, and in formulating criteria for assessing the skills
she wanted them to demonstrate. The test she used is a summative one,
carried out at the end of the course, which complemented the continuous
assessment she did to diagnose learner progress and identify the skills that
still needed development. This test and the procedures the teacher used are
examples of classroom-based assessment.

Classroom-based assessment, sometimes referred to as school-based,
teacher-based, or alternative assessment, can be formative or summative. In
some language-teaching situations, the teacher is responsible for both types
of assessment, and formative assessment will be aimed at enabling students
to achieve the outcomes stated for a particular course. Classroom-based
assessment typically involves the assessment that a teacher carries out to
gain information on the progress that is being made, as a result of teaching
the course. In the next section, we discuss some of the ways teachers can
carry out speaking assessments in class.

Assessment specifications

Before designing the tasks, it is useful to consider the specifics of the
assessment process and how 1t will be structured overall. Assessment spec-
ifications involve considering questions such as the following:

* What is the purpose of the assessment?

* Who are the students to be assessed?

* What is the level of the assessment?

» What skills or knowledge are being assessed?

* How many tasks do the students need to undertake to complete the
assessment?
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* How long will they have to complete the task(s)?

* Are all of the tasks weighted equally?

* What communicative situation does the assessment target?

* What type and length of texts are involved in the assessment?

* What language skills and knowledge are being assessed?

* What language features are being assessed?

* What tasks do students have to perform?

* What instructions will be given to the students about completing the
tasks?

* What criteria will be used to assess the performance?

* How will the performance be rated and scored?

Not all of these specifications will be required for every assessment pro-
cess, and formal specifications are less necessary in classroom situations
than in large testing systems. Nevertheless, the specifications are valuable
for teachers to consider, as they make the development of the assessment
process more systematic, and they also link assessment to the teaching and
learning process, as well as the goals and objectives for the course.

Tasks and activities for conducting classroom-based
assessment

Before discussing the types of tasks that can be used for speaking assess-
ment, we comment here on how speaking performances can be collected and
planned. Some tasks are assessed, as students perform them, by the person
who does the assessing. However, one disadvantage of this approach is that
the assessor must administer the task, control its administration (keeping
time, supplying information and materials), and assess the student’s perfor-
mance, using the assessment criteria, all at the same time. Recording the
task performance on audio or video is a more reliable way of conducting the
assessment. It has the advantage of allowing the teacher to revisit the perfor-
mance at a later time and also to involve other assessors in the assessment,
thereby increasing inter-rater reliability. It also means that performances
can be reviewed more than once if necessary.

Depending on whether the aim of assessment 1s summative or formative,
tasks for assessing speaking can be of two types, either designed to pinpoint
specific features or skills of speaking, or designed to replicate naturalistic
interactions learners need to engage in. “Pedagogic” or “language and skills-
focused” tasks aim to assess the communicative skills that enable speaking,
while “real-life” or “target” tasks reflect interactions that might be found
beyond the classroom (Nunan 1989).
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A pedagogic task might ask learners to discuss a picture where different
items are missing. The learners would then interact to ask questions to
identify the items, and where they are located in the picture. This is unlikely
to be a task performed in the “real world,” but it can usefully test skills
like being able to describe positions, use prepositions appropriately, and
provide descriptions of items. It also promotes collaboration and exchange
of meaning in two-way interaction. A real-life task assesses what speakers
might say in a particular social context, which could involve an interactional
purpose (chatting to colleagues at a party, making polite conversation with
a stranger), or a transactional situation (visiting a travel agency, making
inquiries about a course). Real-life assessments usually involve simulations,
or role plays, that attempt to get close to the kind of interactions that
occur in real-life contexts. These kinds of assessments are often central
in English for Specific Purposes (ESP) courses where students might be
training for various professions, for example, in medical, legal, financial,
business, or hospitality contexts. Having looked at these two different ways
to consider types of tasks, pedagogic and real life, we now make suggestions
for different assessment task types.

Interviews

An interview between an assessor and a test candidate 1s a common way
of testing speaking. The interview can require the student to undertake a
variety of task types. Generally the focus is on “pedagogical” assessment,
but interviews can also be used to simulate real-life contexts, such as a job
interview or an enrollment interview.

INDIVIDUAL INTERVIEWS

Individual interviews involve the students and teacher in completing some
kind of interaction. One of the challenges for the teacher is occupying other
students in the class while the interview takes place, so plans will have to be
made for them to complete other tasks. Individual interviews can present
problems because the students may be anxious and unable to perform to their
best ability, or unable to engage in what might be expected to be a relaxed
and informal conversation. There may also be what are termed “interviewer
effects,” where the interactional style of the interviewer (e.g., the way he /
she asks the questions or controls what the speaker says) can impede the
student’s best performance. Thornbury (2007) suggests that having a casual
chat at the beginning of the interview, and giving students time to prepare
what they will say, can help. Also, objectivity can be increased if the same
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questions are asked of each student, and a colleague is available to jointly
assess the candidate.

PAIRED INTERVIEWS

These interviews involve pairs of students rather than individuals. (Swain
2001) sees three advantages in administering speaking tasks to pairs of
students. First, they are an alternative to the traditional single interview and
provide more extensive evidence for what speakers can do in performing
the task. Second, they strengthen the relationship between teaching and
assessing, as they encourage the usc of greater pair work in class. Third,
they are more economical in terms of time than individual interviews.
Paired interviews also mean that the interaction may be more natural, as
the assessor is not the one who controls the flow of the talk.

GROUP INTERVIEWS

Group-interaction tasks can also be a practical way of assessing speaking.
They enable more interaction among students and can demonstrate, in
particular, how speakers negotiate for turns. They also cut down on the
time needed for individual assessment. Fulcher (1996) describes how he
used a group task involving a discussion of education in participants’ home
countries. Each student was given a task card, with ideas about what could
be discussed at the beginning of the task. They were then given ten minutes
to prepare individually, after which they were asked to discuss the topic
together for 15 minutes, but they were not given explicit instructions on
how to structure the discussion.

Different kinds of specific tasks can form part of the interview. Below,
we discuss a variety of interview task types, with examples of how they
could be administered individually or in pairs / groups.

Description tasks

Students are asked to describe an object, location, or picture. Assessors need
to decide the level of the learner, the length of an acceptable description,
and what specific aspects of the description (e.g., spatial, people, location)
are the most important for successful achievement. Here is an example of
an individual and a paired description assessment task:

INDIVIDUAL: Describe a member of your family.

PAIRED / GROUP: [ will give each of you a picture to describe. Describe
your picture to each other for about two minutes. Then
ask each other questions about the picture.
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Narrative tasks

As we described in Chapter 5 when referring to genres of speaking, these
tasks allow students to demonstrate how well they can recount a sequence
of time, people, and events (who, what, when, where). For these tasks,
students are often given a set of pictures and asked to retell the events.
Individual narrative tasks have the disadvantage of involving the speaker
in a monologue, where there is no possibility for interaction. Paired tasks,
where two speakers construct the story together, allow for demonstration
of more natural interactional features of spoken narrative. Examples of
individual and paired narrative tasks are:

INDIVIDUAL: I am going to give you a set of pictures that tell a story.
Each picture is numbered in the order of the story. You
have three minutes to study the pictures and to prepare to
tell the story.

PAIRED: This test is about a story that is told in six pictures, which
are numbered in the order of the events. Partner A has
Pictures 1, 3, and 5. Partner B has pictures 2, 4, and 6.
Take three minutes to study your pictures and to prepare
to talk about them. You will take turns talking about your
pictures so that you can tell the story together.

Instruction tasks

Instruction tasks involve talking about procedures for doing something.
Students must be successful in describing directions or instructions clearly
so that their interlocutors understand what to do. In individual tasks, instruc-
tions do not include interaction on the part of the listener. In paired tasks,
the interaction between speaker and listener is an important part of what
is assessed. Instruction tasks can be particularly useful when students are
enrolled in an ESP course where they have to perform specific kinds of
professional tasks.

INDIVIDUAL: I’m going to ask you to give me directions for how to get
to a particular place. Tell me how to get from school to
your house.

PAIRED: I’'m going to describe a task that will involve giving
instructions.

To Partner A

Your partner has left an important book at home, and he or
she needs it for homework. Your partner does not have time
to go and get it. You know where he or she lives and you
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agree to help. Listen to your partner’s instructions, and ask
questions if there is anything you don’t understand. Check
the instructions with your partner by explaining a) what
you will do when you get to his or her house; b) where you
will look to find the book.

To Partner B

You must give your partner instructions on how to find the
book. Tell your partner exactly what to do. Then check that
your partner understands by asking him or her to summa-
rize a) what to do when he or she gets to your house; b)
where to find the book.

Decision-making tasks

These tasks involve discussing an issue from more than one point of view.
The test-takers then come to a decision about the best alternatives they have
discussed. Usually, the arguments for and against decisions are not clear-
cut, so the speakers must justify their point of view and put forward their
arguments. This type of task is usually interactive and involves negotiation
among spcakers. However, it can be used individually to get the speaker
to articulate various points of view and then explain why one of them
is chosen as the final decision. These kinds of tasks are commonly used
in communicative classrooms and provide good practice for learners in
interactive negotiation skills.

INDIVIDUAL: You and your classmates have just discovered that you
can choose among five different options where to go
for a class trip in the local area. Here are some pictures
of the places that you could visit. Study the pictures for
two minutes, and then describe the attraction of each
place for the school visit. Finally, give your opinion
on which one you would prefer, and explain why.

PAIRED / GROUP:  You have been asked to design a poster that outlines
the best ways to practice and improve speaking skaills.
It will be displayed at a student language learning
conference in your school. Discuss your ideas and
rank them in the order of importance in which they
will appear on the poster.

Explanation and prediction tasks
These tasks are very suitable for students studying in academic programs
or in ESP programs. They require the student to explain information often
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found in graph or table form and extrapolate from the information to explain
or predict the meaning. To complete the task, students need to explain the
background, identify the components of the information or processes they
are explaining, and organize them in a coherent order so that listeners
understand the information. Explaining and predicting tasks lend them-
selves best to individual assessment, as they tend to be monologic (see
Chapter 4). However, they can include an interactive component by moving
from explanation and prediction to a discussion of the implications of the
information.

INDIVIDUAL: The graph used for this task shows the population
figures in our country over the last five years. Please
study the table for two minutes, and then tell me about
the following:

I. The information provided in the graph.
2. The reasons for the changes you see in the graph.

PAIRED / GROUP:  The graph used for this task shows the population fig-
ures in our country over the last five years. Please study
the table for two minutes. Then discuss the following
issues:

1. What problems could arise from the trends in pop-
ulation numbers?

2. Whatadvantages could there be in these population
trends?

All of the assessment tasks we have discussed so far are appropriate to
interview situations. However, not all tasks have to be completed in this
way. We now turn to other kinds of assessment tasks that can be used in
speaking classrooms.

Role plays and simulations

Role plays are often used as activities in communicative classrooms and,
therefore, lend themselves well to assessment situations. Role plays are
also appropriate for pair / group assessment because, otherwise, one part
of the role play has to be taken by the assessor or another student, which
can make what the individual says rather artificial. The situation selected
for the role play should be as familiar to the students as possible and close
to their real-life experiences. For example, there is no point in making a
young student who may be unfamiliar with medical consultations play the
part of a doctor. Nevertheless, role plays can be a versatile way of assessing
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spoken communication skills, as they allow students to take on a role, rather
than talking to an assessor, and they, therefore, provide scope for enabling
students to demonstrate speaking abilities appropriate to the role.

In some cases, material is provided to stimulate the interaction, such as
course information for students who must role play requesting information
about enrolling in a course. However, in such cases, it is important that the
skills required in reading the information do not outweigh the interaction
that the speakers must engage in. Role plays can also align more closely
with real-life tasks that students need to carry out. In that respect, they may
contrast with the pedagogic tasks that are usually used in interviews.

Simulations are similar to role plays, allowing students to act out imag-
ined communicative situations. Usually, students are provided with a sit-
uation within a specific context, some guidelines about what they should
discuss, and possibly a stimulus, such as a recording they should listen to
in order to get an idea of the kind of interaction that is required.

Below is an example of a role-play task that students might be asked to
undertake for the purpose of assessment.

Your class has been informed that a student from another country has
been awarded a scholarship to spend six months at your school, and will
be joining your class.

Partner A

You have been selected to tell the student about the school on the first
day that he or she arrives. Decide what important information about the
school you will tell the student, and, in your conversation, answer any
questions he or she might have. You have five minutes to prepare the
information and five minutes to talk to your partner.

Partner B

You are the visiting student who will soon arrive at the school. Decide
what you would like to know about the school. In your conversation with
your partner, ask questions to find out the information you need. You
have five minutes to prepare the questions and five minutes to talk to
your partner.

Class-presentation tasks

Students are often asked to prepare short classroom presentations, and
tasks of this type can also be used for assessment purposes. They involve
preparing a short talk on a subject relevant to the course, and to the student’s
level and interests. Presentations are sometimes followed by question and
answer sessions, which provide even more opportunity for the assessor
to evaluate how students respond interactively. One of the advantages of a
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classroom presentation is that it removes the “assessor effect” that is present
in interviews. It also allows students to demonstrate their ability to present
spoken information logically in an extended turn.

One of the disadvantages of this task is that students may not have
the need to give presentations (apart from undergoing assessments), and
so the teacher should decide whether this kind of assessment is really an
appropriate way to assess the student’s skills. Presentations are probably
most relevant in academic or specific-purpose courses, where students are
likely to be required to make individual presentations outside of the lan-
guage class. One other disadvantage of presentations is the nervousness
and anxiety many people experience in presenting publicly. In a classroom,
students may be particularly anxious about addressing their peers; in which
case, they are unlikely to give their most effective performances. One way
a teacher can offset this potential problem is to ask students to record presen-
tations, which can be evaluated after the time of the performance. Teachers
then have the opportunity to involve other assessors and to ensure as much
agreement as possible on the criteria used to judge the performance, and on
the final grade.

Self- and peer assessment

In many language programs, students are increasingly being encouraged
to take more responsibility for their learning and to develop autonomous
learning strategies. Teacher assessment can be complemented well by self-
and peer assessment. In situations where students are not used to taking
responsibility for their learning, let alone assessing themselves, teachers
may need to introduce them gradually to these concepts, and help them see
the benefits for their learning of assessing themselves or each other. Stu-
dents can be sensitized to the benefits through class-discussions, reflection
sessions, and buddy systems, where they support each other in developing
their speaking skills.

Self-assessment, as the term suggests, involves students in assessing
their own performances. The most efficient way for students to do this
in speaking classes is to have them record performances either inside the
classroom, or preferably in a lab or self-access center, or elsewhere, such
as at home, and then evaluate their performance according to a simple set
of criteria. Figure 12.2 is one example of the kind of template that could
be used. The students insert, in the box, the smiley face that best represents
their response to the question, and can also add a comment.

Depending on the age of the learners and the speaking skills being taught,
teachers can modify the assessment template to highlight different features
of speaking. In addition, with or without the teacher’s assistance, students
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How did I do on this task?

Name ) Date

1 Q. | 8 -
4 |Did [ speak fluently | Comment Comment Comment
- without too many
pauses and
uesilalions?

$ | Did I structure what | Comment
| said accurately?

Comment Comment

|
£ I

Did | use grammar | Comment Comment Comment
i |appropriately?

. 1 Did | use vocabulary | Comment Comment Comment
appropriately?

: Was | able to use Comment Comment Comment
good strategies to

| keep the interaction
| going?

Figure 12.2: Example of self-assessment rating scale.

can be encouraged to develop their own self-assessment templates and to
identify different spoken discourse features where they wish to improve.
For example, they may want to improve their use of turn taking, giving
feedback, or using communicative repair strategies. In this way, students
can compare their own evaluations of their performances with their teacher’s
evaluations.

Peer assessment makes use of students as assessors of each other’s per-
formances and is increasingly being used, in speaking classrooms, as a
supplement to teacher assessment, enabling students to get a more rounded
picture of their achievements. Peer assessment allows students who are not
involved in the speaking task to become more experienced in listening to
spoken English, to engage more deeply with the learning goals and expected
outcomes of the speaking course, and to learn from each other. Teachers
also benefit from peer assessment, as they can share the task of assessment
with their students and raise their own awareness of how assessment is
carried out.

There are several challenges to introducing peer assessment in a speaking
class. First, students may not be familiar with the concept of peer assessment
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and may have doubts about its worth. Teachers may then need to spend time
discussing with their students how peer assessment works, and its benefits
for speaking development, and they may need to agree on some ground rules
with the class for the role they will play during peer assessment. Second,
students may not be used to working with explicit assessment criteria and
will need to be given some initial training on what the criteria mean, how
they apply to the speaking skills students are learning in class, and how
to use the criteria during peer assessment. Luoma (2004) suggests that
teachers avoid linguistic terms in the criteria and concentrate instead on
criteria related to the task. She also suggests that developing the criteria
jointly with the students will help them understand and use the criteria more
effectively.

Rating and scoring assessment tasks

The final aspects of assessment we discuss in this chapter are the issues of
rating and scoring. Rating has to do with assessing the student’s performance
against specified criteria, while scoring involves determining what mark or
grade the student should get, based on the assessment against the criteria.
Thus, rating and scoring are concerned with providing an evaluation of the
student’s speaking performance in the form of a grade or score.

Rating and scoring are the final stages in the ongoing cycle of
assessment — from test need to test development and administration, and
from the performance to the assessment of the performance. Although the
focus in assessment often seems to be on the tasks themselves, as Luoma
(2004: 171) argues, “The validity of the scores depends equally as much on
the rating criteria and the relationship between the criteria and the tasks.” In
other words, task criteria need to relate closely to the tasks themselves. Like-
wise, assessment tasks should be closely related to the goals and objectives
of the course.

In order to put the criteria into practice, the process of rating needs to be
carefully considered. How tasks are rated will depend on the structure of
the assessment. Teachers will need to consider questions, such as: Does the
assessment need to be scored task by task? Are short responses involved?
Is there equal weighting between tasks? Points given to each task or task
component can be in the form of scores (14 / 20, 80 / 100, and so on),
which can then be categorized into achievement bands or grades. In longer
performances, rating scales rather than scores are often used. Scales may
be designed for different kinds of tasks, so that a narrative task might be
rated for fluency, genre organization, use of past tense, and appropriate time
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scquencing, and a discussion task might be rated according to comprehen-
sibility, turn-taking ability, feedback strategies, and variety of vocabulary.

Figure 12.3 1s an example of a numerical rating scale for a discussion
task. This scale assesses students on categories of language, production,
participation, expression, and coherence. In each of these categories, scores
can be given for different features.

Language:

¢ Structure and
organization.

* Grammar and
vocabulary.

* Accuracy.

Production

* Fluency.

*  Syllable / word
pronunciation.

* |ntonation, stress
and rhythm.

¥

Participation

* Turn taking.

*  Maintenance of
interaction.

* Feedback.

Expression
* Clarity of ideas.
* Quality of ideas.

Coherence

* Linking of ideas.

* Justification of
point of view.

Figure 12.3: Discussion task numerical-rating scale.

Very often rating scales are formulated in terms of “can-do” statements;
for example, “Can organize the structure of the text appropriately,” or “Can
produce fluent utterances.” It is useful for both teachers and students to
use a rating form for assessment, where the criteria are listed, and numbers
or letter grades can be indicated for each criterion. Forms can also include
space for comments on the performance or for noting the reasons a particular
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rating was allocated. Comments are a valuable way of providing feedback
to students, because they provide more information about the quality of the
performance and where improvements might be made.

Discuss it

With your colleagues, drscuas the cntsna you use e to rate your students’ spaakmg
performance. Are you required to use generic ratings (a one-suze—ﬁts—ail approach
to assessing their perfonnance} or do you use d:ﬁ‘erent ratmgs for dlffemnt kinds
of tasks? :

The scores that result from the rating of a performance against the task
criteria are usually provided in the form of a number or grade. Two types
of scoring are generally used in assessment: holistic scoring and analytic
scoring. Holistic scoring involves providing an overall score based on the
performance as a whole, thus giving a holistic impression of the quality of
the performance. The advantages of holistic scoring are that it does not take
up as much time as analytical scoring, it provides an adequate account of the
quality of the performance and the standards reached, and it gives students
a single perspective on their achievement level. However, unlike analytic
scoring, it doesn’t pinpoint specific areas for development. Analytic scoring
involves giving separate scores for different components of the task. The
benefit of analytical scoring is that it breaks down areas of strength and
weakness so that students have a better idea of what aspects of speaking
skills they need to work on. Clearly, however, analytic scoring takes more
time, something that for teachers is often in short supply. Thornbury (2006)
warns also that although analytic scoring may be fairer and more reliable
because several factors are taken into account, assessors may become dis-
tracted if there are too many criteria to consider and may lose sight of the
overall performance picture. He recommends using approximately four or
five categories for analytic assessment.

Try it

If possible, discuss with your students what kind of scores they prefer to get (you
can do this in L1 if that makes the discussion more effective). Ask them to consider
the advantages and disadvantages of receiving holistic or analytic scores. With .
~your students, develop crlteria for both types of scozing. and ask them to use thsaa :
crntena for self-assessment. 4
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of the chapter has been on what teachers can do in the classroom to assess
speaking skills and abilities. The main points to note from this chapter
are:

» Key principles of assessment that teachers should be aware of in prepar-
ing classroom-based assessments. In order to have reliable, valid, and
fair assessment, teachers nced to keep these principles, at the beginning
of this chapter, in mind when preparing assessment tasks.

* The close relationship of assessment to students’ needs, course goals,
objectives, and outcomes. Assessment, whether formative or summative,
informs each component of the planning of a speaking course.

» The range of tasks that can be used to assess speaking. Many of these
tasks are similar to tasks used to teach speaking. Ongoing assessment of
students’ performance on these tasks enables the teacher to fine-tune the
teaching of speaking, according to ongoing learning needs and the rate
of student development.

* The benefits to students of raising their awareness about self- and peer
assessment, in addition to teacher assessment. By sensitizing students to
ways they can assess their own performance, teachers can assist them in
taking more responsibility for their speaking progress.

» Features of rating and scoring that need to be considered to ensure valid,
reliable, and fair classroom assessment of speaking.

Postscript

This discussion of assessment brings us to the end of this volume on teach-
ing speaking through a holistic approach. As with other skills, development
in students’ ability to speak English can only take place through the exten-
sive use of that skill in the classroom. If teachers are to enhance students’
ability to communicate orally, the teacher must provide ample opportu-
nity for speaking practice. As we have argued in this book, however, it is
not enough simply to let learners talk. Speaking development requires the
teacher’s intervention and expertise in raising learner awareness of how
spoken language operates in a wide variety of natural contexts, what fea-
tures of grammar, vocabulary, and discourse typify spoken English, what
aspects of pronunciation contribute to meaning and comprehensibility, and
what cognitive and metacognitve strategies can be employed to enhance
knowledge and skills.
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Our hope in writing this book is that we have successfully drawn attention
to both the theory and practice of teaching speaking, and that the ideas we
have presented are of value to our readers. We also hope that the activities
and tasks interspersed throughout this volume will provide teachers of
speaking with opportunities for reflection, action, and discussion that will

enhance their understanding of how best to support their students’ oral
language learning.

Group-learning tasks

1. In Chapter 8, we presented the following example of a course goal and
course objectives. With your group, develop a rating scale that could
be used to assess students’ performance at the end of this course.
Provide examples of what discourse features you would expect to
see in a particular casual conversation text type. The discussion in
Chapter 5 will also help you with this task.

Goal: To develop the knowledge and skills for engaging in casual
conversations.

Course objectives: Students will develop the skills to:

¢ Initiate a topic in a casual conversation.

e Select vocabulary appropriate to the topic.

o Give appropriate feedback responses.

e Provide relevant evaluative comments.

e Take turns at appropriate points in the conversation.

e Ask for clarification and repetition.

¢ Use discourse strategies for repairing misunderstanding.
e Use discourse strategies to close a conversation.

e Use appropriate intonation and stress patterns to express meaning

intelligibly.

2. Select an assessment task type from the ones discussed in this chapter.
Develop a task and administer it to your students (or to some of your
students if time is limited), using either an individual or paired / group
approach. Record the students’ performance, and use these samples
for the next task.

3. Form groups, preferably with colleagues who teach students at dif-
ferent language levels from your students. In your group, collect the
recorded samples of your students’ oral performances. Use the six
bands from the Common European Framework (CEF) on the next

page to evaluate the level of each performance. Discuss the reasons
for your evaluation.
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OVERALL ORAL DEVELOPMENT

C2

Can produce clear, smoothly flowing well-structured speech with
an effective logical structure [that] helps the recipient notice and
remember significant points.

Cl

Can give clear, detailed description and presentation on complex
subjects, integrating sub-themes, developing particular points,
and rounding off with an appropriate conclusion.

B2

Can give clear, systematically developed descriptions and
presentations, with appropriate highlighting of significant points
and relevant supporting detail. Can give clear, detailed
descriptions and presentations on a wide range of subjects to his /
her field of interest, expanding and supporting the ideas with
subsidiary points and relevant examples.

Bl

Can reasonably fluently sustain a straightforward description of
one of a variety of subjects within his / her field of interest,
presenting it as a linear sequence of points.

A2

Can give a simple description or presentation of people, living or
working conditions, daily routines, likes / dislikes, etc., as a short
series of simple phrases and sentences linked into a list.

Al

Can produce simple mainly isolated phrases about people and
places.

Further reading

Bachman, L. and Palmer, A. (1996) Language Testing in Practice, Oxford: Oxford

University Press.

Brindley, G. (1989) The role of needs analysis in adult ESL program design, In

R.K. Johnson (ed.), The Second Language Curriculum, New York: Cambridge
University Press, 63-78.

Brindley, G. (1998) Outcomes-based assessment and reporting in language-learning

programmes: A review of the issues, Language Testing, 15, 45-85.

Council of Europe (2010) Common European Framework of Reference for Lan-
guages, Cambridge: Cambridge University Press.
Davison, C. and Leung, C. (eds.) (2009) Special issue on classroom-based assess-

ment, TESOL Quarterly, 43 (3).
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Luoma, S. (2004) Assessing speaking, Cambridge: Cambridge University Press.
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Abstraction continuum, 83

Academic learning, 21-22

Academic purposes, learner writing for,
83

Academic Word List (AWL), 126

Achievement strategies, 63-64

Add-on strategy: grammatical
complexity, 87-88

Adjacency pairs, 105-106

Analysis, 229

Anxiety, 26

sources of, 28

Beginning learners, 43, 77
Bruner’s concept of scaffolding,

189

Cambridge Certificate in English
Language Speaking (CELS),
257
Casual conversation, 113-114
CEFR oral-production descriptors, 193
Chat segments, 117118
Children
language acquisition, 16
conversation strategies, 17
Chinese tertiary-level ESL learners,
27
in New Zealand secondary schools,
28
Chunk segments, 118-119
Class size, 22
Class-presentation tasks, 271-272
Classroom
-based assessment, 263-264
learning, 22
procedures, 28
Classroom interaction, 188—-190
teacher and learner roles, 190

Clause structure, spoken, 44
Clause-like structures, 87
Clauses, 87-88
Cognitive overload, 42
Cognitive strategies, 64
Collocations, 125
Communication
apprehension, 28
network, 177
Communication skills
indirect practice of, 135
Communication strategies, 63—65
appropriate, 138
Communication-gap tasks, 203-204
Communicative activities, 31
learner-centered orientations, 31
use of, 31
Communicative competence, 51
Communicative language teaching, 30,
75
era, 51
Communicative oral-language practice,
136
Competency-based assessment, 259
Competent language, 39
learners, 65
Competent second language speakers,
S1-52
Concordance, 125
Concordancing, 124-125
Confirming conversations, 114
Content words, 84
Context-gap tasks, 203-204
Context-independent situations, 24
Contingent speech, 17
Controlled language use, 135
Conversation analysis, 105
Conversation strategies, types of, 18
Cooperative learning, 22
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Core speaking skills, 58—63. See also
Speech.
discourse organization, signaling of,
60
discourse organization skills, 59t
interaction management skills, 59t
pronunciation skills, 59t, 59—-60
intonation patterns, 60
speech function skills, 59t, 60-61
appropriateness, 61
textbook usage or reference to
language syllabi, 58
Corpora, 124
Corpus analysis, 126127
Corpus linguistics, 124127
Corpus linguists, 126
Course, 171
Creative tasks, 185
Curriculum, 170

Day-to-day classroom communication,
21

Decision-making tasks, 269

Decontextualized language, 212

use of, 23-24

Decontextualized oral language skills,
23

Decontextualized oral-language use

and academic registers, 23-25

Deixis, 90-91

Description tasks, 267

Direct (transfer) approach, 136

Discourse analysts, 104

Discourse competence, 52

Discourse knowledge, 56-57

Discourse markers, 62

Discourse perspective, 136

Discourse routines, 62

Discourse strategies, 65. See also
Interaction strategies.

Discussion task numerical-rating scale,
275

Discussion tasks, 206-210

Dis-preferred responses, 105-106

Distinctive goal-oriented staging
structure, 110

EFL
classrooms, 227
countries, 21
learners, pronunciation features,
60
situations, 25
Ellipsis, 89-90
English-as-a-Sccond-Languagc, 20
English-for-Academic-Purposes (EAP)
courses, 22
English-for-Specific-Purposes (ESP)
programs, 22
English-medium classrooms, 22
ESL learners, challenges, 24
inadequate language proficiency,
24
English-medium education, 20
English language teaching, 169
ESL / EFL learners
decontextualized oral language, 24
ESL classrooms
speaking for communication, 21
ESL learners, 20
in mainstream English classes, 21
Evaluating, 245
Exchange programs/twinning programs,
20-21

Face-to-face communication
grammatical accuracy, 43

Face-to-face interaction, 54

Factual interactions, 114

Fall tone, 98

First-language accents, 258

Fluency practice, 226

Fluency, defined. 220

Fluent conversations, 36

Foreign Language Communication

Anxiety Scale (FLCAS), 27

Foreign-language anxiety, 27

Formal conversations, 114

Formulaic expressions, 94

Formulaic phrases, 41

Good speaking (and listening) skills, 21
Grammatical competence, 51
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intricacy, 85
knowledge, 54
metaphor, 85
resources / grammar items, 57
restrictions, 126
Group activities, 22
Group interviews, 267
Group work, 22
Group-interaction tasks, 267
Group-learning tasks, 222-224, 236,
253

Heads, 91-92
High-proficiency learners, 41
Holistic scoring, 276

Idioms / chunks, 125

Individual interviews, 266

Information-gap tasks, 203

Instruction tasks, 268

Instructor—lcarncr interactions, 28

Interactions and learning, strategies of,
244

Interaction management, 109-110

Interaction strategies / oral
communication strategies, 63.
See also Discourse strategies.

Interactional interactions, 114-115

Interlocutors, 18

Intermediate-level learners, 231

Interpersonal communication

basic functions, 60

Interthinking, 22, 25

Interviews, 266

Intonation, 96, 230

discourse approach, 95

Japanese language learners, 28

Keep talking, 86

Keys / tone unit, 98-99

Key-Word-In-Context (KWIC) display,
124

Knowledge, interrelationships about
language and discourse, 57-58
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Language
modality in, 55
Language / skills / strategies, 159-160
Language ability, 18
Language acquisition, 16
Language- and skill-focused activities,
144-145
Languagc anxicty, 26-27
reticence, 29
Language classrooms
environment of, 29-30
speaker turns, 108
Language competence, 27, 29
Language complexity, increase in, 44
Language curricula, 30
Language development
of students, 16
Language learners, 18
appropriate feedback, 18-19
cognitive demands when producing
speech, 36f
discourse strategics
conversational closings, 110-111
openings, 110
pre-closing turns, 110-111
feedback, 18
pronunciation or grammar, 19
speaking abilities and their academic
learning, connection between, 21
speaking proficiency, 45
speech monitoring, 39
Language learning
instructor beliefs, 28
learner beliefs, 28
materials for, 75-77
Language production, 79
Language teachers, 15
Language teaching, dimensions of,
139-142
classroom-learning activities,
organization of, 142
components of speaking competence,
140-141
fluency, accuracy, and complexity,
140
metacognition, role of, 141-142
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Language testing, 28
Language-acquisition literature, 16
Language-analysis tasks, 137
Language-focus activity, 143
Language-learning activity, 138
Language-proficiency development, 21
Learner group, 171-172

analysis framcworks, 176
Learner knowledge

and skills objectives, 180
Learners’

metacognition, 239, 246

needs, 172—173

reflection, 161-162

speech, 42, 43t
Level tone, 97
Lexical

access, 40-41

density

and grammatical intricacy, 84-86

knowledge, 55

repetition, 93-94

retrieval, 43—44

sets, knowledge of, 55
Lexico-grammatical features, 226
Limerick Corpus of Irish English (LCIE),

126

Linguistic

competence, 51

resources, 30

strategies, 79
Linguists, 62
Listener feedback / backchanneling,

111-113

Listening, 16
Low-proficiency learners, 145-146

Meaning restrictions, 126
Metacognition, 246
benefits, 239
Metacognitive
activities, 153
awareness, 153, 239, 240, 247
knowledge, 241
strategies, 6465
Metalinguistic knowledge, 39

Mini-topics, 109
Monitoring, 245
Monologic tasks, 211-214
Multi-syllable words, 99

Narrative tasks, 268
Native speakers’ spoken discourse, 137
Native-speaker children, 39
Negative self-perceptions, 27
Negotiating meaning, 19

benefits of, 19
Negotiation for meaning, 18
Nominalization / turning verbs into

nouns, 85

Noticing, 228-229

language, 145

analysis—part practice activities, 231

Opinion-gap tasks, 219

Oracy, 22

Oral interaction / communication, 19
foreign-language anxiety, 27
input-feedback-modified output, 19

Oral language, 18
performance, 146
tasks, 25

Organizing pairs and groups techniques,

216
Outcomes-based assessment, 258-259

Paired interviews, 267

Parallel tasks, 233-234

Part practice, 144

Part-skill (controlled) practice, 144
Part-skill (direct) practice activities, 136t
Part-skill practice, 144

Pedagogic task, 266

Pedagogical grammars, 90

Peer assessment, 273

Person knowledge, 242

Phonemes, pronunciation of, 99
Phonological knowledge, 54-55
Phrases, 89

Pitch movements (tones), 95-96, 230
Placement decisions, 177

Planning, 245



Policymakers, 256
Polite conversations, 114
Poster carousel task, 147
Pre-communicative task language work,
136

Prefabricated formulaic language, 41
Preferred responses, 105
Prescntations, 185
Pre-task planning, 41, 14516

guide, 158
Pre-task strategic planning, 146
Program, 171
Project tasks, 185
Prominent syllables, 96
Pronunciation, 94-100, 258

-focused activities, 229

Rating, 274

Real world classroom communication,
25

Reduction strategies, 63

Reformulation, 17—-18

Relexicalization, 93

Repeating tasks, 232-233

Research tasks, 185

Restricting vocabulary, 77

Reticence, 29

Rise tone, 97

Role-play tasks, 185

Same-word repetition, 84
Scoring assessment tasks, 274
Scripted dialogues, 76
Scripted or introspected texts, 76
Second language, 16
Second language acquisition, 18
anxiety, 26
Second language communicative
competence, 51-53
aspects of, 53f
Second language learners, 22-23
appropriate vocabulary, use of, 23
Second language learning
input, feedback, and output, 18-20
Second language speaker, competent,

50
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Second language speaking
communication strategies, 63-05,
06t
instruction, 3@
oral communication strategies, 52
Segmental (or phonological) features,
95
Sclf- and pccr asscssment, 272-273
Self-assessment
checklist for a monologic task, 252
rating scale, 273
Self-monitoring, 36
Sensitizing activities, 230
Sensitizing, 229-230
Singlish, 29
Sociolinguistic competence, 51
Speaking, 13
and affective factors, 26-30
and language acquisition, 16-20
assessment of, 255
effective, 62
motivation, 27-30
processes, 145
Speaking activities
students’ lack of participation, 29
Speaking course
goals and objectives, 178-180
planning, 169
Speaking development, 31, 155-156
Speaking lessons, 19, 31, 152-154, 227
Speaking performance
skills and strategies, 231-232
Speaking program-planning framework,
172
Speaking skills, 151
Speaking task
cognitive challenges, 218-219
communicative outcomes, 219-220
create gaps, 218
group work, 214-215
knowledge of genre, 156
organization of pair, 214-215
planning and rehearsing, 158
scaffolding, 157
types, 202
vocabulary task, 157
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Speech. See also Core speaking skills.
discourse features, 105-113
-enabling skills, 138
intonation and sound, 94-100

prominence, 96-97
stress, 99
tone, 97-98
tonc units, 95-96
and writing, nature of, 78-80

Speech production, 36

rate of, 40—42
automatized processes, 40
cognitive processes, 40

Speech production, model for, 36-39
articulation, 38-39
conceptual preparation /

conceptualization, 37
formulation, 37-38
learners’ speech, quality of, 42-43
self-monitoring, 39

Spoken and written language
linguistic features, comparison of,

80-83
social purposes of, 77-78

Spoken and written text production
typical features of, 79t

Spoken communication, 78

Spoken discourse
genre, 116-124
structures, learners’ knowledge of, 56

Spoken English, spontaneous, 44

Spoken exchanges, 76

Spoken genres, 116124
lexico-grammatical patterns at the

micro-level, 122t

Spoken grammar
online speech production, 86-87
research on, 44

Spoken interaction, 79, 113

Spoken language
grammatical features, 86-92
for learning and thinking, 21-23

Spoken texts, 56
coherence, 62

Spoken-written continuum, 80

Spontaneous interactive talk, 41

Spontaneous speech, 42
Storytelling genres, 119

casual spoken interaction, 120t
Strategic knowledge, 243
Subject-specific

knowledge, 24

thinking, 25
Summative assessment, 256
Suprasegmental (or prosodic) features, 95
Survey tasks, 185
Syllable stress, knowledge of, 100
Syllabus, 181
Syntactic knowledge, 54

Tails, 92
Target language, 16, 21,26
grammar of, 134
Task design, 233
Task knowledge, 242
awareness, 249-250
Task repetition, 147, 220-221
benefits of, 141
rehearsal, 147
Task sheets, 190
Task types, 185
Task-based approaches, 186
Task-based learning, 142—143
Teachers
developing spoken activities, 80
planning speaking tasks, 41-42
role of, 19
explicit instruction, 19-20
Teaching activities, planning of, 228-231
analysis, 229
Teaching methodology, 139
Teaching speaking, 151
approaches to, 134-138
direct or controlled approach,
134-135
indirect or transfer approach,
134-135
Teaching speaking cycle, 152-154, 220,
227-228, 237, 247 T
developmental objectives, 154
improvement speaking, 247
L2 speaking development, 154



Teaching speaking cycle (cont.)
planning, 163-165
self-observation sheet, 155
seven stages, 165
stages, 152

Teaching-learning constraints, 191

Teaching-learning cycle, 187
independent construction, 188
joint reconstruction, 187188
modeling and deconstructing, 187

Teenagers, 188

Termination pitch, 98

Tests of speaking, 256-257

Tone units / chunking, 95-96

Topic management, 108-109

Trait anxiety, 26

Transactional interactions, 113—115
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Transactional talk, 115
Turn taking, 106—108
Turn-constructional unit (TCU), 107-108

Unfolding speech, 88
Utterances, 89
well-formed, 19

Vocabulary knowledge, 55

Well-designed speaking program, 182

Whole-task (free) practice, 144

Whole-task (indirect) practice / transfer
practice activities, 136t

Whole-task practice, 144

Word-level stress, 99

Written texts, 79
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