Practical English Language Teaching

Speaking

Kathleen Bailey

David Nunan, Series Editor



Acknowledgements

My publisher and I would like to thank the following individuals who
reviewed the Practical English Language Teachingand Practical English Language
Teaching: Speaking manusCripts at various stages of deveIoRment and whose

ese professional

commentary was instrumental in helping” us shape t
reference volumes:

Ronald carter, Centre for English Language Education, Department

of English Studies, University ot Nottingham, UK
Andy Curtis, The English School, Kingston

Thailand :
Fernando Fleurquin, ALIANZA, Montevideo, Uruguay

Donald Freeman, SChool for International Training, Brattleboro,

Vermont, USA

Marc Helgesen, Miyagi Gakuin Women’s University, Sendai, Japan

caroline Linse, S00kmyun Unive_rsny Seoul, Korea
Donald Occhiuzzo, Worl LearnlngS
formerly of Alumni, Sao Paulo, Brazll

Betsy Parrish, Hamline University, St. Paul, Minnesota, USA

Kathy Weed, Editor, TESOLS Essential Teacher, Geneva, Switzerland.
In"addition, David Nunan, the series editor, gave me helpful feedback on

the draft as well s clear guidelines with which to work and a strong sense of

vision about the series as a whole.

My critical buddy, Andy curtis, provided encouragement, asked great

qgested_ classroom_examples to illustrate some of the ideas

in my_ draft. He alSo pointed out differences among British, Canadian, and
American varieties of English. As a peer reviewer, Andy.is the best!

The members of the editorial team at McGraw-Hill ESL/ELT—rik

questions, and su

Gundersen, Linda O’Roke, and pavid Averbach.

Here at the Monterey Institute of Intenational Studies, my friend and
Web searches,
work with me
ed in part by a faculty development grant from Joseph and
Sheila Marks, long-term supportérs of the Monterey Institute,

Some extracts in Chapter 4 are based on data collected by rRenee
Jourdenais and transcribed by cicely rRude. An extract in Chapter 5 was
collected and transcribed by Mandy Deal. | appreciate their permission to

assistant, Jeff Mattison, helped with word processmlgl,_
proofreadm?, bibliography checks, and library research. His
Was suppor

use these transcrlﬁts.
Finally, as t

checking the manuscript. M)é
the logic puzzle in Cha%ter . o
hank you all so much! Kathi Bailey

{ Ontario, Canada _
Nicholas Dimmitt, Asian Institufe of Technology, Pathumthani,

chool for International Training;

e submission deadling drew near, my friends Jessica
Massie aN0 Bethany Ailina helped with word processing, assembling, and
ad, Harry mcmilian, Worked and reworked

Table of Contents

ACKnOWIRAGEMENLS....ccovvvvvesvvvrssrsvrrrrnen iv
FOTBWOIT. oo vvvvvvvesvvvnssrvssssrssssnsssssnsssssssssnns vi

Ct]apter One
hat i KiNg?.ooorennen..
y ﬁédhsct?éonef.. AR
>& at s sgeakm T —
. §groach S 10 séeakmg .....................
. SDBAKING 1N ACKION..vvvvcrerrrerrreres
e
'C%ncfus rﬁ)

%‘E i (/?/Sgis”i?'eg:':':'ff:':':':':':':':':':':':':':':':':':':':':':':':':':' ::: |

BIENCES.....vovvvorrreeerrosseerersesriees )

Two

Speaking for beginning

11 (o
leVel 1€ATNETS s urthe éll Sreeessssssererserrsmssses
T %g ew (FRRGR: e
. yab SIOIN ISSUES...vvvvrereeeereereeens BTRIENCES. vvvvvvverrersesereessessssssnenees
mmﬁ 6s ?o teaching speaking o _
egf(n mg BAMEIS, oovsvvvsrsvessssosssseses 36 Chapter rive
. 1aSKs.and materialS. ........oovvveeeerrren 4 _ _ _
. eacﬁm ProHunflatlon ................... 9 Key issues in teaching
S e oot SREAKING i
QL o — B Wit
e R 1w
L —— R T — 163
CIETENCES v 4, Leaming s {es In the
Three N I —
Speaking for intermediate g %eeknpgsagetlsvmem IIIIIIIIIIIIIIIIIII 17
Ievr?lol u%ri gne FS ovmeerinsesessmsesssonseees g MC tlnjﬁ\éef sgeakmg Classes........ 17181
%E}/“abuls é?spr'i'i's"ijé's ''''''''''''''''''''''''''''''''''''''''''''''' | achip ELL—
. Princl 83 or teaching speaking to L CONCIUSION. e
termedliate Iear_nfr ........................ utf}ei a m.qs .............................
. 1asks and MaterialS.........ooevvveevnns. . eLou B0 STES..rvverrsesereeerren
' eégﬁlﬂg propuniaton, ... 0 ETNEE v
'cﬂ\ssro 1 Ve Iniermediate 110 GlOSSAIY..oovrvvsvncvssnsssssssssinns 188

onc

, ssesilng intermediate learners ..1
usion

I

e

e

l})'}ﬁ'i (ﬁ/%ﬁﬁs”i?lé"é".".':".".".".".".".".".':':".".".':".".':".':':':".':'.'. l

Ansiver ﬁey ......................................

Chapter Four

Speaking for advanced

2

- L€aclin

o teac ing speaking

le eIOI u%rigers .........................
%: E;/_ﬂab esé$sP'h"i§'U'e's ......................................
| %Pance ....................

and maetgrrﬂfsr ....................
ﬁ Pronunflatlon ................

. Speakin nthecasFoom ...........
. gﬁ%slm advanced learners .. ..

9

E
t



Foreword

Vision and purpose

The Practical English Language Teaching series is designed for practicing teach-
ers, or teachers In preparation who may or may not have formal tralnjnq in
second and foreign language teachln%methodo 0gy. The core volume in this
series, Practical English Language Teaching, provideSan overall introduction to
key as1pects of Iangua?e teachmg methodology in an accessible yet not trivial
way. The purpose of this hook is to explore the teaching of speaking in
gréater depth than was possible in the core volume, while at the same fime
remaining both comprehensive and accessible.

Features

* A clear orientation to the teaching of speaking, including an historical
overview and an introduction to major approaches and analyses that
have informed peda?o?y. , _ L _
A detailed treatment ot the teaching of sP_eaklng at_begmmn?, intermedi-
ate, and advanced levels, providing practical techniques for teaching and
assessing speaking and pronunciation at each of these levels,
Reflection questions inviting readers to_think about critical issues in lan-
quage teaching and Action” tasks rec%ulrmg readers to apply the ideas,
principles, and techniques to the teaching of speaking and pronunciation
In their own situation. _ _

o A Preat deal of practical illustration from a wide range of textbooks and
extracts from authentic classroom interaction. o
A “k,e?/ issues” chapter that provides sulggestlons for dealing with large,
multi-level classes, introducing technology, and catering to different
Iearnm? styles and strate%!es. , _ _
Suggestions for books, articles, and Websites offering resources for addi-
tional up-to-date information, _ o
An expansive (t;lossa_ry that offers short and straightforward definitions of
core language teaching terms,

Audience

As with the overview volume, this book is demgned for both experienced and

novice teachers, It should also be of value to those who are about to join the

profession. It will update the experienced teacher on current theoretical and

Bractlcal approaches to teaching speaking. The novice teacher will find step-
y-step guidance on the practice of language teaching.

Overview

Chapter 1

The fi)rst chapter provides an orientation and historical overview of the teach-
mg of_speakln% he chapter also introduces key principles for teaching and
assessing spea

Ing.
Chapters 2-4 _ ] S
Chapters 2-4 introduce you to the teaching of sReakm([] to beginning, inter-
{)n?dlate, and advanced students respectively. Each chapter follows the format
elow.

Chapter 5

The ﬁna] chapter explores key issues including the teaching of speaking and
pronunciation in large, multi-level classes, working with Iéarners who have
different learning styles and strategies, responding to learners’ errors, and
using technology

Chapter structure for Chapters 2-4

Goals: Summarizes what ){ou should know and be able to do after having
read the chapter and completed the Reflection and Action tasks.

Introduction: Gives an overview of the chapter.

Syllabus design issues: Outlines the speakinF issues that are relevant at
different levels, and the concerns that inform sylfabus design.

Principles for teaching speaking: A o riate I'InCI les for teachin
speaking at different levels are mtroduced,pr?lscﬁssed, gnd |IPustrated. :

Tasks and materials: Describes and illustrates techniques and exercises
for teaching speaking and pronunciation at each level.

Assessing speaking: Introduces practical techniques for assessing learners
In the classroom.

conclusion: Reviews the goals ofthe chapter and how they were discussed
within the chapter.

Further readings: Lists articles or hooks to enhance your knowledge
about teaching speaking and pronunciation.

Helpful Web sites: Provides ideas for Web resources for teaching speaking
and pronunciation.
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One

What. IS
Speaking?

At the end of this chapter, you should be able to:

provide your own definitions of speaking and pronunciation.
describe different approaches to teaching speaking.

understand the relationship between the various components of
spoken language.

explain what speech acts are and give examples of various
speech acts.

describe how speaking is taught in three prominent language
teaching methods used over the past several years.

identify communication strategies that language learners can use
when they encounter difficulties.

distinguish between direct, indirect, and semi-direct tests of
speaking.

explain the differences between objective, analytic, and holistic
scoring of speaking tests.

appreciate the important role of pronunciation in helping
learners increase their comprehensibility when they speak English.



1. Introduction 3. Approaches to speaking

This chapter will exRIore the fundamental concept of speaking and its For many years, language teac_hin% was seen as helping learners develop
components, including the important subtopic of pronunciation. In"the first linguistic competence—that s, elpmg students’ master the sounds,

part of the chapter, we will answer the question, “What is speaking?” Next, words, and grammar patterns of En?hsh. The idea was that by studylng the
In Section 3, we will examine different approaches to teaching Speaking. bits and pieces of a language, students could eventually put them all together
Then, in Section 4, we will study a model of the various components that and communicate. _ _
must come into play when we aré speaking in a new Iangua_?e. In the process In the 19705 and 1980s, however, our understanding of Iangua%e |earning
we will review some differences between spoken and written language. In experienced a significant shift in focus, This shift was influenced by interna-
Section 5, we will look at some important issues about teaching Speaking, tional developments in linguistics, curricula, and edagog%, as well as by soci-
including a quick overview of the main teaching methods that have heen olinguistic research ermarllyln Australia, Canada, New Zealand, the United
used over the years. Finally, we will consider the vexing question of how Kingdom, and the SI) In" addition, the numbers of ref_u?ees and immi-
learners’ speaking skills should be assessed. ?rans resettling in English-speaking countries made linguists and language
eachers realize that developln(IJI linquistic competence alone was not enough

to be able to speak English well and get along in society. _
In the mid-1970s the notion of linguistic competence came to be viewed

2. What is speaking? as a. component of the broader idea of communicative competence “the
, _ , _ _ ability of language learners to interact with other speakers, to make meaning
In this section, we will consider what we mean by “speaking.” In as distinct from _elrab|lltg to perform on discrete-point tests of grammatical
language teaching we often talk about the four Iangua([;,e skills (speaking, knowledge” (Savignon, 1991, 'p. 264). Being communicatively’ competent
listéning, reading, and writing) in terms of their direction and modality. “req%ures an understanding of sociocultural contexts of language use” (ibid.,
Language generated by the learners d(meﬂherspeech or writing) is considered n. 267). . o
productive, and language directed at the learners (in reading or Ilstenmg) There are several important models of communicative comﬂeten_ce (see
IS known as receptive language FSaw%nQn, 1991). Mmodality refers to the especially Bachman, 1990, and Canale and Swain, 1980), all of which include
medium of the language “(whether it is auralforal or written). Thus, some form of sociolinguistic competence, 0F the ability to use language
speaking IS the productive, oral skill. _ appropriately in various contexts. _SomoIm?mstlc competence involyes
Speaking consists of producing systematic verbal utterances to convey register (degrees of formality and informality), appropriate word choice,
meaning. (Utterances are simplythings people say.) Speaking is “an intei- style shifting, and politeness strategies. _
active process of constructing meaning that involves Pr_o ucing and receiving Another important element of communicative competence is strategic
and processing information” (Florez, 1999, p. 1). It is “often spontaneous, competence. In terms of sPeakmg, this is the learner’s ability to use lan-
open-ended, and evolving” élbld., D. 1%, but it Is not QomPIeter unpredictable. guage strate%ws to compensate for gaps in skills and knowledge. For exam-
Spea_km% is such a fundamental human behavior that ve don't stop to ple, if you don’t know a word you need to express your meaning, what
analyze it unless there is something noticeable about it. For example, ifa per- strategies can you use to make your point? ,
son is experiencing a speech pathology (ifa person stutters or if his speech is A" fourth "component of Communicative, competence IS discourse
impaired due to a'stroke or a head injury), we may realize that the speech is competence, ‘NOW sentence elements are tied together," which includes
atypical. Likewise, if someone is a_parUcuiarI?/ effective or lucid speaker, we both cohesion and coherence &Lazaraton, 2001, p. 04?. Cohesion |5 “the
may notice that her speech is atypical in a noteworthy sense. What we fail to ?rammatmal and/or lexical rela |onsh§p between the different parts of a sen-
notice on a daily basis, however, are the m?/rlad physical, mental, psycho- ence” (Richards, Platt, and Weber, 1985, p. 452. Cohesion includes reference,
logical, social, and cultural factors that must all work together when we sFeak. repetition, synonyms, and so on. In contrast, conerence involves *how
It1s even a more impressive feat when we hear someone speaking effectively texts are conistructed’ £Lazaraton 2001, p. 104: see also Bachman, 1990, pp.
in a second or foreign language. 84-102, and Douglas, 2000, pp. 25-29). Let’s consider the following conver-

sation as an illustration.

2 Chapter 1 What is speaking? 3



| Extract 1

Jeff: Hey, Lindsey, how’s it going?

Lindsey: Wow! |ljust had a test and it was really hard!
Jeff: Oh, what was the test about?

Lindsey: Statistics! All those formulas are so confusing!
Jeff: Yeah, | don't like that stuff either.

_In this_brief conversation, there are several examples of cohesion, In
Lindsey’s first turn the pronoun Prefers to the test she has just mentioned. In
Jeffs second turn, he rePeats the word test. In Lindsey’s second turn, the
words statistics and formulas are synonYmous. Finally, in'Jeff’s last turn “that
stuhff”_refers to statistics and formulas. All these devicés make the conversation
cohesive.

Coherence also has to do with “the relationships which link the meanings
of utterance in a discourse™ (Richards, Platt, and Weber, 1985, p. 45).
However, coherence often involves the speakers’ background knowledge.
For example, the following exchanqe IS coherent because the two people
know that the two events are scheduled at the same time:

| Extract 2

Person 1: Going to the review session?

Person 2: Rugby practice.

Both cohesion and coherence contribute, to_discourse competence. For
people speaking in a new language, the specific linguistic elements that make
speech cohesivé can be especially demanding to produce during the pressure
of a conversation.

Reflection

Think about someone you know who is truly bilingual or multilingual who
can function effectively and apparently effortlessly in two or more
languages. Can you think of examples of the four components of
communicative competence in that person’s speech?

| have afriend named Lillian, who is a native speaker of Cantonese. She
is a fully-competent hilingual who regularly demonstrates all four comi)_o-
nents of communicative competence whenshe speaks. In terms of her lin-
quistic competence, she has very good pronunciation, a wide vocabulary, and

Chapter 1

Reflection

excellent mastery of En?hsh grammar rules. She also can appropriately
engage in many different fypes of speaking, from a casual conversation to giv-
ing a formal conference presentation to a large audience of strangers. Her
speech displays hoth cohesion and coherence, so she demonstrates her dis-
course compeétence as well. If she needs to use an unfamiliar word or struc-
}]uerre,m esgﬁ,nuses her strategic competence and finds a way to convey
ing.
These ?our components of communicative competence have several
practical implications for EFL and ESL teachers. Since communicative com-
Petence is @ multifaceted construct, it is important for teachers to understand
he complexities learners face when they are speakmg English. N
One ofthose comPIexmes is balancing fluency and accuracy. A proficient
sBeaker is both fluent and accurate. Accuracy 1n this context refers to the
anility to speak properly-that is, selecting the correct words and expressions
to convey the intended meaning, as well as using the grammatical patterns of
English. Fluency, on the other hand, is the capacity to speak fluidly, confi-
dently, and at a rate consistent with the norms of the relevant native speech
(éoh@rr{gp% (We will revisit the concepts of fluency and accuracy in
n important_ concept for teachers to understand is that while students
are_at the beginning and intermediate levels of language learning, that is,
while they are still developing their proficiency, fluency and accuracy often
work against each other. Before grammar rules become automatic and while
learners are still acquiring essential vocabulary items, applying the rules and
searching one’s memory for the right words can be ‘laborious mental
rocesses, which slow the learners’ speech and make them seem dysfluent.
ikewise, language learners can sometimes speak quickly, without hesitating
to apply the rules theg have learned, but doing so may decrease their accu-
racy Fthat IS, the number of errors they make in speaking may increase).

Think about a time when you yourself were studying a new language.
What was more important to you—fluency or accuracy? Did you
consistently try to combine the two? Or did your focus at the time depend
on the context in which you were speaking?

An important concept to keep in mind is that people use language in rec-
ognizable ways to get things done. Therg are many, many “speech acts”
(0r functions) In any language, and it is important that students learn the
appropriate ways to accomplish their goals when they are speaking. Some

What is speaking? 5



important speech acts in English include thanking, requesting information
apologizing, refusing, warning, complimenting, directing, complaining, and
S0 0N,

One interesting issue in teaching and learning speech acts is that there is
no one-to-one form/meanln? correspondence. The same utterance can be
used to mean more than one thing, and this duality can be the source of some
confusion, For example, manP_/I years ago, my husband and | were packing
our (]Jear_ for a camping trip. He asked me, “Did you pack the silverware?
and T said no. That evening, after driving for several hours, we set up camp,
and cooked a meal.When we sat down to eat, we discovered that we had no
eating utensils. | had interpreted his question as a request for information,
and assumed that he would pack the silverware. He had intended his ques-
tion as a directive, reminding me that I should pack the silverware. ,

Likewise, there are man ways to accomplish the same goal in speaking
English—n other words, different forms can be used to accomplish the same
speech act. Think about the following utterances:

1 It’scold in here! _
2. Aren’t you forgetting something?
3. Hey, how about closing the door?

All of these utterances are directives used to try to get someone to close
a door to a room. These sentences would be spoken by someone inside the
room to the Ferson who had left the door open. Understandm% these utter-
ances and acting on them appropriately, however, depends on the context in

which they are sRoken. The context apparently involves two {or more) peo-

ple, a room with an ogen door, and a cold day. But would a low-level
employee make any of ff | lent
tamlr not. These directives are all very casual-in fact, quite informal-and
would probably only be said by social equals who know one another quite
well (or by someoné who has rio concern for politeness constraints, or who
has different expectations about Eollteness). _
There are many ways of making spoken utterances more or less polite.
The various linguistic’ means of "softening a message are known as
mitigation. TNIS “softening” can be accomplished through pronunciation

of words, phrases, clauses, or entire utterances.

Chapter 1

ese statements to a company president? Almost cer-

What are the specific differences among the following utterances?

1. Pack the silverware.

2. Please pack the silverware.

3. Would you please pack the silverware?

4. I'd appreciate it if you would please pack the silverware.

What are the mitigating effects of the additions made to each
subsequent utterance?

As you can see, these utterances get increasingly IonEer as words are
added. The basic proposition remains the same; the"speaker wants the lis-
tener to pack the silverware. What changes then? _

In the first utterance, we have just the bare imperative, or command.
Syntactically it consists of the verb (pack) and the direct bject (the sﬂverwar?.
In the second utterance, only the politeness marker, please; has been added.
In the third, the basic proposition (the speaker wants the hearer to pack the
silverware) and the politeness markers are embedded in a question form:
“Would you... 7" Finally, in the fourth utterance, that entire question has been
embedded in the addifional statement, “|'d appreciate it if....” Each of these
changes has the effect of softening, or mitigating, the directness of the request.

IS exercise_reminds us that the same basic proposition can be con-
veyed in many different ways. As people learn to speak English, they must
d,%vetl,op their repertoires for expressing themselves appropriately in various
situations.

4. Speaking in action

_Figure 1 on page 8, which | think of as van Lier’s (1995) pyramid, is a
“picture” of the components of spoken Ianﬁuage. The left column lists four
traditional areas of linguistic analysis (which teachers must understand), and
the center column labels the units of spoken language (which learners must
master). These units are often referred to as the ™“levels” of Iangi_uage. The_?/
must all work toé]ether, simultaneously, when learners speak English. We will
use this pyramid as a tool for exploring the comﬁonents of spoken English

that we, as teachers, must understand in order to help our learners.

What is speaking? 7



Reflection

Study the labels in Figure 1 and circle any that are unfamiliar to you. Try to
guess at their meanings and see if your predictions are supported in the
paragraphs explaining the figure.

. Let’s start with the pyramid’s base., Although the word text is often asso-
ciated in the layperson’smind with written Iangua?e, texts can be either writ-
ten or spoken. Here the term refers to Streiches of language of an
undetermined length. Spoken texts consist of utterances: thln?_s that people
say. In speech, an utterance is not always a co_mPIete Pramma ical sentence,
a5 sentences are used in writing. For example, if two close friends are talking
about what to eat, we might hear a conversation that goes something like this:

8 Chapter 1

[&f

Reflection

Extract 3
Person 1: Hungry?
Person 2: Yep.
Person 1. Pizza?
Person 2: Nope.
Person 1: Mexican?
Person 2: Mmmhm, nah.
Person 1: Chinese?
Person 2: Maybe.
Person 1: Sushi!
Person 2: Yeah!

‘None of these utterances is a complete sentence, but the conversation is
typical of casual spoken Ian?uage and it makes sense to us. It is a text
conswtmg_ of utterances that are not sentences. (You can use such a
conversation as speaking practice in class: have students see how long they
can sustain a conversation that consists of only one-word utterances.)

Listen to people speaking English on a bus or a train, in a restaurant, in a
store—in any public place where people are talking normally and where it
is not inappropriate for you to listen to them. Do they speak in complete
grammatical sentences, or do they use utterances that are not complete
sentences?

To continue our exploration of the next level in van Lier’s Pyram|d (page
8), a clause consists of at least two words (usually more) that containa
%ra,mmatgcal sub!)ect and a verb marked for tense (that is, a verb that is not in
Its infinitive or “bare” form). independent clauses are full sentences that
can stand alone in written discourse (‘Anna was cooking dinner”), while
dependent clauses cannot (“While Anna was cooking dmner...”]. A
dependent clause must be attached to an independent clause to be complete.
(“While Anna was cooking dinner, the telephone rang.”) _

The next level, a phrase, consists of two or more words that function as
a unit,_but unlike clauses, they do not have a subject or a verb marked for
tense. There are several kinds 0f phrases, including prepositional phrases q‘m
the hospital” or “after school”), noun phrases g‘a big black cat” or “the

What is speaking? 9
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five-story building™), and infinitive phrases (“to drive” or “to move up”).
Clauses and phrases are quite commonly used as utterances when we are
speakln%, but they do not typicall a}%ﬂear alone in formal writing (unless
the author is representing speech%. us, both clauses and phrases can
be utterances. _ .

As we saw in the conversation about what to eat, individual words, the
next level in the pyramid, can also function as utterances. Words are called
free morphemes. These are units of language that can stand on their own
and convey meaning (baby, application, seldom). In contrast, bound
morphemes (0 not appear alone. They are always connected to words.
Both prefixes, such as inter- or pre-, and suffixes, such as -ing or -s or -ed are
bound morghemes. You may have noticed that during the pressure of speak-
ing, it can ne difficult for ngllsh learners, to use bound morphemes-espe-
cially suffixes—onsistently. This problem is particularly true if the learner’s
native language doesn’t use these kinds of morphemes as markers that con-
vey 1grammatlcal meanin qor instance Cantonese or Mandarin).

" The top most levels ot the [oyramld are very important in speaking-espe-
cially in deveIong intelligible” pronunciation. A phoneme IS a divisible
unit”of sound that dlstm_gqmshes meaning. In writing about phonemes, we
usually set them off with slashes to distinguish phonemes from letters.
Phonémes can be either consonants &Ilke /R or /b/ in the words pear and
bear) or vowels (like /1/ and /ae/ in hitand hat}. The sounds that function as
Phonemes differ somewhat from one language to another. Some of
he sounds that are common in English are unusual in_other Ianquages, and
can be quite challenging for learners to pronounce. For example, the two
English “th” sounds (%15 In think and the) are not very common in the phone-
mic inventory of the world’s languages, but they are pervasive in English.
Students may replace or approximate these “th” sounds with /s/ or /z/ or [d/
or /t/t instead. This kind of substitution is part of what creates a foreign
accent.

~ Figure Lis helpful but in real conversations, of course, these divisions of
discourse are not as neat as the diagram makes them seem. Consider the
command, “Stop!” This is a single word Sln fact, a single free morpheme) con-
5|st|n% of four ‘segmental phonemes. It serves as a warning (a Fartlcular
speech act). Itis an utterance, and therefore, a type of spoken text. (It can also
be a complete written text, for example on a traffic sign.) So keep in mind
that a discourse can consist of texts of any length.

You can see that in the top levels of ng_re 1 (page 8), syltable overlaps
the levels of morphemes and phonemes. This image represents the fact that
a syllable can consist of a morpheme or smplr one or more phonemes.
Mar%ywords, such as stop, consist of only one syllable.

he syllable structure of a language is either open (ending with a vowel)
Or closed (ending with a consonant). Many languages use the open syllable

Chapter 1

structure, in which a syllable consists of just a vowel (V), or of a consonant
(C) followed by a vowel (VJ. Spoken English, in contrast, allows both open
syllables (C-V orjust \V) and closed syllables (C-V-C, or simply V-C), as well
a5 consonant clusters, where two or more consonants occur in sequence (as
in the words stretched or jumped). For this reason, learners’ spoken En%hsh
often sounds ungrammatical to native speakers. For instance, learners whose
native Ian%u e 1s Vietnamese may omit word-final consonants when speak-
!n? English. Doing so eliminates” sounds that convey important linguistic
information, such &s plurality, possession, or tense.

Reflection

Think about a second or foreign language you have studied. (Of course,
that could be English if it is not your native language. If you have not
learned a new language, think about one that you have often heard
spoken.) Does that language use primarily open syllables or closed
syllables? Or does it permit both open and closed syllables? Think
particularly about the last syllable of many common words.

Now test your hypothesis about the syllable structure of this particular language.
Ask someone you know well, who is a native speaker or a very advanced
speaker of that language, whether the following are syllables that appear (or are
even possible) in speaking that language. Circle those that are possible or actual
syllables in that language.

-tion -sa -stand -fe
-ding -po -tent -ti
-ties -ly -cat -ku

What patterns do you notice in your data? Does this language permit open
syllables, closed syllables, or both?

Consonants and vowels are called segmental phonemes, hecause
they can be segbmented and moved around. Have you ever produced a “slip
of the tongue,” because you had switched two phoriemes? One tgp_lcal speak-
mg glitch is called a spoonerism, after Dr. Spooner, a famous British orator
who' taught at Oxford UnlversltK in the Victorian era. Unfortunately, Dr.
Sﬁooner would sometimes switch his se?mental phonemes and say things
like “the queer old dean” when he meant o say “the dear old queen.” He did
this so often that the phenomenon came to be talled “spoonerisms.” The fact
that sounds can be switched in this way provides linguistic evidence that
phonemes are in fact segmented, independent units.

What is speaking? 11



Reflection

How do the segmental phonemes relate to the syllable structure of
En?llsh? Sometimes a spoken syllable is just one Rhoneme (fo/ in okay). But
sylTables are also made up of combined Sounds (the second syllable o okax).,
and of both free and bound morphemes. For instance, the freé morpheme hit
consists of three phonemes but only one syllable. The dictionary shows that
the word disheartened is pronounced as /dis_har-tnd/. But if we analyze it fur-
ther, we find that it has three syllables, four morphemes (dis + heart + en +
ed), and nine phonemes (/d/ /11 /s/ Ihf [al Iv[ 1/ In] [d]). To add to the dif-
ficulty, English has was is called a “low phoneme-graﬁheme correspon-
dence.” (A grapheme is @ Written unit of language.) In other words, the way
English 1s written doesn’t always match the way words are pronounced in
modern English. The last two E’s of disheartened, for instance, are not slooken
aloud as we say the word. Ifthey were, disheartenedwould have four syllables.

The distinctive feature i$ an even smaller unit of spoken Iangzuage. This
concept is extremely important in teaching pronunciation. It relates to how and
where in the mouth' a sound is produced. These minute contrasts contribute to
learners’ accents. For example, the distinctive feature that makes /b/ and /p/
separate phonemes in English IS voicing. When /b/ is pronounced the vocal
cords are vibrating, but when /P/' IS pronounced ,thefy are not. For learners
whose Ianguagi,e 0es not have this contrast (A_rablc, or example), failure to
master this distinction can lead to misunderstandings. (One of my Egyptian stu-
dents once told me that he had had “green beg S-OUP-" for lunch!
~ Sometimes we can see evidence of the distinctive features of a learner’s
first language in his writing. One of my advanced writing students, a native
speaker of Chinese, was writing a composition about a beautiful photograph.

e wrote, “The scene is 50 Iovel¥ it reaches out and craps your eyes.” This
student was not trying to be offensive. He was unknowingly processin
En/gllsh spelling through the sound system of his native Iangua?e. The /g
/b and /z/ in the word grabs /grsebz/ had all been changed Trom voiced
segmental phonemes to their voiceless counterparts as he wrote.

Think about learners you have taught, or about the students you hope to
teach in the future (for instance, speakers of Spanish, Chinese, Thai, or
Russian). What are the typical features you associate with their accents as
they are speaking English? What are the characteristics of their spoken
English that allow you to recognize it as being produced by a Spanish
speaker, or a Chinese speaker, or someone whose first language is Thai
or Russian?

12 Chapter 1

_ The three other labels in Figure 1 (page 8)-stress, rhythm, and intona-
tion-represent SOMe suprasegmental phonemes. The WOfd suprasegmen-
talis used because these phonemes (including pitch and strescharry meaning
differences “above” the segmental phonemes when we speak. For instance,
the sentence “I am leaving now” can convey at least four different meanings,
depending on where the stress is placed. The differences are related to the
context where the utterances occur. Consider these interpretations:

| am leaving now. (You may be staying here, but | choose to go.)

I am leaving now. (You may assert that I'm staying, but | insist that am
going.)

Iam leaving now. (I insist that | am going, rather than staying.)

| am leaving now. (I am not waiting any longer.)

Read the four sentences above to two or three friends who are native or
proficient speakers of English. First, ask your friends to listen as you read all four
sentences. (Be sure to stress the words that are printed in boldface.) Next, read
one sentence at a time and have your friends explain the meaning differences
that they infer from just the changes in the stress on the four different words. Do
their explanations match the interpretations given above? (You can do this
activity with your students too.)

Intonation is another very important suprasegmental phoneme.
Intonation IS the relative rise and fall of the pitch in an utterance.
Intonation helps us recognize questions (“It’s ten o’clock™ versus “It’s ten
o’clock?”). Intonation also helps us detect speaker attitudes, such as surprise,
sarcasm, Or disbelief.

Read the sentence “He’s a brain surgeon” aloud to a friend. First, read it simply
as a statement of fact. Have your friend repeat this sentence. Next, ask your
friend to say this same sentence as if she is surprised. Next, have her say it
(using exactly the same words in the same order) as though she doesn’t believe
the statement—that is, she is incredulous. Finally, have her say, “He’s a brain
surgeon” very sarcastically—as a way of indicating that a person is not
particularly intelligent. How do the intonation contours change as the speaker
changes her intended meaning?

The suprasegmental and segmental phonemes are very important in
speaking English. First of all, since these phonemes carry meaning, speakers
who mispronounce them can be misunderstood. Second, production
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problems can convey unintended meanings. Research has shown that sec-
ond-language speakers can be misunderstood and even receive poor job eval-
uations because of their misuse of the English suprasegmentals (Gumperz &
Tannen, 1979). We will return to this issue in Chapter 4.

When we teach speaking, it is important to remember that spoken and

written English differ in many ways (van Lier, 1995). SPeech Is received audi-
torially, whereas writing is réceived visually. As a result, the spoken message
is temporary and its reception by the listéner is usually immediate. In_con-
trast, written Iangua%e IS ﬁermanent, and reception by the learner typically
occurs some time aiter the text was generated (Somietimes even centuries
later). Meaning in spoken _En?hs_ IS conve¥ed in ﬁart through
the suprasegmental phonemes ‘(lnc uding rhythm, stress, pitch, and intona-
tlon),.twhereas punctuation marks and type fonts convey such information
in writing.
Anoﬁner feature of spoken language, is reduced speech-the tendency
of sounds to blend together, especially in casual conversation. For instance,
the words “going to” may sound like “gonna” when we are speakln?(qumkly_.
Such reductions are notjust “sloppy speech” resjulth from the speaker’s lazi-
ness or carelessness. They are actually systematic, rufe-governed variants that
are natural in spoken English.

Reflection

14

Consider the following pairs of sentences and utterances. Which member
of each pair seems more like casual speech, and which seems more like
written language? What are the specific differences between the two items
in each pair?

Set 1
a. Hello. What are you doing?
b. Hey, what're yuh doin’?

Set 2
a. | do not know.
b. I dunno.

Set 3
a. Give me a second, would you?
b. Gimme a sec, wouldja?

Chapter 1

Most people agree that in the three different pairs of utterances in the Reflection
box above, the first member of each pair seems more formal and may be a
written version of speech. The second member of each pair seems more like
casual speech. What characteristics do you recognize as “speech-like” here
(realizing, of course, that these are written renditions of speech)? Ask a
classmate or colleague these same questions and compare your ideas.

Reflection

Consider the following pairs of utterances. Which member of each pair
seems more like natural, casual speech, and which seems more like
written language? What are the specific differences between the two items
in each pair?

Set 1
a. I'm going to the store. (Grammatical)
b. I'm gonna the store. (Ungrammatical)

Set 2
a. I'm going to go swimming. (Grammatical)
b. I'm gonna go swimming. (Grammatical)

Set 3
a. Going to the game tonight? (Grammatical)
b. Gonna the game tonight? (Ungrammatical)

Set 4
a. I'm going to go dancing tonight. (Grammatical)
b. I'm gonna go dancing tonight. (Grammatical)

Why are items 1-b and 3-b ungrammatical while items 2-b and 4-b are
grammatical (although casual)? (Hint: Look at the two different uses of “to”
in the phrase “going to” in these utterances. The key is in what follows the
“to” in each case.)

Do you see the pattern? If you carefully consider sentences 2-a and 4-a
where ?omg to is still pronounced qumklg, gomg and toblend together to form
gonna. In contrast, in sentences 1-a and 3-a, to is used in the prepositional

hrases to the store and to the game. In these contexts, the /t/ is not reduced.
his example illustrates that the sounds system of English sometimes inter-
acts with its grammatical features.

What is speaking? 15



5. Teaching speaking

16

Speaking English (or any other new lan u_age% can be particularly diffi-
cult, because unlike reading or writing, speaking apE_ens In “real time.” In
other words, the interlocutor (the person we are talking to) is listening and
waiting to take his or her own turn to speak right then. *This means that a
variety of demands are in place at once: monitoring and under_stan_dlng the
other ‘speaker(s), thinking about one’s own contribufion, producing its effect,
and so on” (Lazaraton, 2001, p. 103). In addition, except in recorded speech,
verbal interaction typlcaII%/ involves immediate feedback from one’s inter-
locutor, while feedback to the authors of written texts may be dela¥ed_ ornon-
existent. Finally, because spoken communication occurs in real time, the
opportunities for planning and editing output are limited, while in most writ-
tenOI communication, the message originator has time for planning, editing,
and revision,

In this section, we look briefly at some different approaches that have
been used over the years to teach languages. Although there are many dif-
ferent methods of language teaching, three methods have dominated lan-
guage teaching in the "past sixty years. In this section, we will first briefly
feview each method, focusing specifically on how speaking is taught.

The Grammar-translation Method

In the Grammar-translation Method, students are taught {0 analyze
%r_ammar and to translate (usually in wrltm%) from one Ianguagie to another.
istorically, the main goal of this method has been for students to read the
literature of a particular culture. According to Richards and Rodgers (1986
pp. 3-4), the characteristics of the Grammar-translation Method are that (1)
It focuses on reading and writing; (2) the vocabulary studied is determined by
the reading texts; (3) “the sentence 1s the basic unit of teaching and lanquage
practice” (ihid., p. 4); () the Frlmary emphasis is on accuracy; (5) teaching'is
deductive (i.e., grammar rules are presented and then ﬁractlced through
}ranslatlng); and (6) the medium of instruction is typically the students’native
anquage.

gThge Grammar-translation Method does not really prepare students to
speak English, so it is, not entirely apProprlate for Students who want to
improve “their speaking skills, “In “fact, in the Grammar-translation
Method, students “developed an intellectual understanding of language struc-
ture and maybe the ab|I|t>r to read, but instead of galnm? oral fluency they
suffered from what could be described as second an%uae mutism”
(Hammerly, 1991, p. 1). The method is not consistent with the goals of
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mcreasm? English learners’ fluency, oral production, or communicative com-

Petence_. n grammar-translation lessons, speaking consists largely of readin
ranslations aloud or doing grammar exercises orally. There are few oppor-

tEuaneﬁ for expressing original thoughts or personal needs and feelings in
nglish.

The Direct Method and Audiolingualism

Unlike the Grammar-translation Method’s emphasis on written text, the
Direct Method focused on “everyday vocabulary and sentences” (Richards
and Rodgers, 1986, p. 9), and lessons were conducted entirely in the target
language-the !ang]uage the students are tr%m%to_learn. The Direct Method
dommated,En?hsh anguage instruction in the United States for many years.

The Direct Method emphasized speaking in that “new teaching points
were introduced orally” (Richards and Rodgers, 1986, p. 10%_rather than in
writing. Also, lessons emphasized speaking-and listening, which were prac-
ticed “in a carefully graded progression “organized around question-and-
answer exchanges between teachers and students” (Richards and Rodgers,
1986, p. 10). Many people became familiar with this approach since it'was
used by the Berlitz language schools.

The Direct Method stron%ly,mflue_nced the development of the
Audiolingual Method. In audiolingualism, speaking is taught by having
students repeat sentences and recite memorized dialogues from'the textbook.
Repetition drills-a hallmark of the Audlollnqual Method-are designed to
familiarize students with the sounds and structural ?_atterns of the language.
Lessons followed the sequence of presentation, practice, and production ége_e
Nunan, 2003). The assumEtlon underpinning the Audlolmqual Method is
that students learn to speak by practlcm? grammatical structures until pro-
ducing those structures has become aufomatic. When this happens, 1t is
hoped that the learners will be able to carry on conversations. As a result,
“teaching oral language was thou?htto require no more than engineering the
repeated oral production of structures...concentrating on the development of
grammata%al and phonological accuracy combined”with fluency” (Bygate,

The behaviorist notion of good habit formation is the theory behind the
Audiolingual Method. This theory suggests that for learners t0 form gi_ood
habits, language lessons must involve frequent repetition and correction.
Teachers treat spoken errors quickly, in hopes, of Preventlng students from
forming bad habits. If errors are left'untreated. it is thought, both the speaker
and the other students in class mlgh,t internalize those erroneous forms. In
audiolingual lessons, intense repefition and practice are used to establish
?ood speaking habits to the point that they are fluent and automatic, so the
earners don’f have to stop and think about how to form an utterance while
they are speaking.

What is speaking? 17



18

The Ian?uage laboratory is the main technological component of the
Audiolingual Method. Students are expected to spend time in the lab, listen-
mg_to audiotapes of native speakers talking in scripted, rehearsed dialogues,
which embody the structures and vocabulary items the learners are studying
in class. The taped speech samples students hear in the lab are carefully artic-
ulated and highly sanitized. he)( are not usually realistic samples “of the
English learners would hear on the street. Nor are they necessarily good
models of how learners themselves should try to speak to' sound natural.

In addition, when learngrs do speak in the lab, it is often to repeat after
the tape-recorded voice, with little or no opportunity for construct_lnP their
ideas In English or expressing their own intended meanm?. The Audiolingual
Method stressed oral skills but “speech Productlon was fightly controlled in
order to reinforce correct habit formation of linguistic Tulés” (Lazaraton,
2001, p. 103). This sort of rigidly controlled Practl_ce does not necessarily pre-
Eare,learners for the spontaneous, fluid interaction that occurs outside the

nglish classroom. _ _

Audiolingualism eventuaII?_/ decreased in popularity because “the results
obtained from classroom pracfice were dlsapP0|nt|ng” In several ways (Ellis
1990, p. 292}. Many learners thougih_t the pattern practice and audiolingual
drills were boring ‘and lost interest in language learning. Students, perhaps
especially adult” learners, often felt hampered because the method
down-played the explicit teaching of gfram.mar rules. In addition, memorizing
patterns “did not lead to fluent and etfective communication in real-life situ-
ations” (ibid., p. 30).

Communicative Language Teaching

_Durm_? the 19705 and 1980s, Ianguage acqmsmon research (and dissatis-
faction with the Audiolingual Method) made teachers, materials developers,
and curriculum designers reconsider some lon -standmg beliefs about how
people learn Ianguat[;es. ApParentIy people don't learn the pieces of the lan-
guage and then puf them togethér to make conversations. Instead, infants
acquiring their first language and people ac_qumn(%_second languages seem to
learn the components of language through interaction with other people. (For
summaries of research on interaction and language learning, see Ellis, 1990;
Gass, 1997; and_ Larsen-Freeman & Long, 1991) This realization has several
interesting |m‘oI|catlons for us as teachers, the most important bem? that if
Eeop_le learn languages bY interacting, then students should interact during
ngllsh lessons. As a resul , Communicative Language Teaching al0Se.
In some language teaching methods, such as Total Physical Response
(Asher, Kusodo, and de la Torre, 1993),,be(‘;|nn|ng learners undergo a period
of listening to En%hsh before they hegin fo speak it. In such methods, the
focus is on !anut- ased activities. For Instance, in Total Physical Response,
learners initially respond physically to spoken commands from the teacher,
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Reflection

E:att]hert th%r; speaking themselves. (We will learn more about this method in
apter 2.

_ ipn contrast, Communicative Langualge Teaching, particularly from the
hl(g_h_begmmng to more advanced levels, features more interaCtion-based
activities, such as role-plays and information gap tasks (activities in
which learners must use English to convey information known to them but
not to their speaking, partners). Pairwork and gro%pwork are typical organi-
%atloR,aI features of interaction-based lessons in Communicative Language
eaching.

Reflection

With a partner, make a list of advantages and disadvantages of learning
to speak when the teacher is using the Grammar-translation Method, the
Audiolingual Method, or Communicative Language Teaching. As a learner,
which method do you prefer? As a teacher, which method do you prefer?
Why?

You will recall from our discussion of communicative competence (p. 3)
that strategic competence was one of its four components. In Communicative
I_tantguage Teaching, teachers help learners develop their communicative
strafegiés.

Communication strategies

When we speak, and especially perhaps when we speak in a foreign lan-
guage, there are times when we wish to say something, but we don’t have the
words or the grammatical structures to $ay it. Under these circumstances
people often USe communication strategies-Verbal and/or nonverbal
procedures for compensating for gaps in speaﬁlng competence.

Think about a time when you were trying to make yourself understood in
your second language or in a foreign language. What did you do, verbally
and nonverbally, to convey your ideas when you lacked the vocabulary
and/or the grammatical structures you needed? Were you successful at
being understood? Why or why not?
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In the early 1980s, applied linguists began systematicall%/_ studyin%
Eng“Sh |earner3 USES Of communication Stfﬂt@ﬁles. A number 0 Impprtan Identify the communication strategies used in the following examples. Imagine
Strategles .Were documemed: and s00n teaC_erS. and Sy”abUS des'Qn.erS that these utterances were made by hotel guests calling the front desk clerk for
began 0 |n00rp0rate the te.aChmg Of Commun_lCatlon Strategle.s In S.peakmg assistance. Underline each instance of a strategy from Tarone’s list and label it
classes. The box below lists several strategies that were first discusse using her terms. (Hint: There may be more than one communication strategy in

by Tarone (1981) some of the texts below.)
Text 1
| Paraphrase: “It is, uh, the thing that make the hair hot. You know, when you clean the hair and

A. Approximation: use of a single target language vocabulary item or then after—that thing that make the hair hot when the hair has water. It's, uh, it

structure, which the learner knows is not correct, but which shares
enough semantic features in common with the desired item to satisfy
the speaker (e.g., pipe for waterpipe)

.Word coinage: the learner makes up a new word in order to communi-
cate a desired concept (e.g., airball for balloon)

. Circumlocution: the learner describes the characteristics or elements
of the object or action instead of using the appropriate target language
item or structure (“She is, uh, smoking something. |1 don’t know what's
its name. That’s, uh, Persian, and we use in Turkey, a lot of”)

. Borrowing:
. Literal translation: the learner translates word for word from the native

use electric to make the hair hot. Is not in the room and | want to use it.”

Text 2
“So, uh, now, my hair is wet. And | must go to the party. So now, | need that
machine, that little machine. What is the name? How do you call it in English?”

Text 3

“We say in Spanish secadora—the dryer, but is for the hair. The dryer of the hair.
Do you have a dryer of the hair? | need one please.”

Text 4

(Imagine that this guest is at the hotel’s front desk talking directly to the clerk.)
“Yes, uhm, please, | need, you know the thing, | do this” [gestures brushing her

H - 1 H " H 1 1 H 9"
language (e.g., “He invites him to drink,” for “They toast one another.”) hair and blow-drying it] “after | am washing my hair. Do you have this thing?

B. Language switch: the learner uses the native language term without

bothering to translate (e.g., balon for balloon, tirtil for caterpillar) ACCUY&CY'Oriented approaches, SUCh as the Grammar-translation and
Il. Appeal for assistance: the learner asks for the correct term (e.g., AUlellngua MethOdS, would view utterances like those n the ACthﬂ
“What is this? What called?”) box above as problems. But when the teaching focus emphasizes communi-
. o o cation, these Strategies are seen as ways of continuing a conversation and

IV. Mime: the learner uses nonverbal strategies in place of a lexical item or Conveylng meanlng.

action (e.g., clapping one’s hands to illustrate applause)

V. Avoidance:

A. Topic avoidance: the learner simply tries not to talk about concepts for . .
which the target language item or structure is not known 6 AsseSS|ng Speak|ng

B. Message abandonment: the learner begins to talk about a concept but
is unable to continue and stops in mid-utterance

A major concern for teachers is how we can assess students’ speaking
abilities in the new language. In some regards, testing speakm% IS not as
(Adapted from Tarone, 1981, pp. 286-287) straightforward as testing grammar or vocabulary. In this part of the chapter,
we will consider three approaches to assessmﬁ Speaking, as well as different
Bropedures_ for scoring speaking tests. We will begin by discussing the four
asic criteria to keep in mind as we devise, use, or adapttests of speaking and
pronunciation. _ _
First, we want to make sure that we are testing what we are teaching and
what the students want to be learning. Doing so is fair and appropriate. A test
that measures what it is intended to measure is called a “valid” test. There are
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many different kinds of varidity, but the central concept is that we deter-
miné in advance what we want to measure. We then design items, tasks, or
prompts for the test that measure that construct. o

Second, we want to be sure that a test or an assessment procedure is reli-
able. Reliability IS concerned with consistency. For instance, if you tape
record your students sp_eakln% in English and ask another teacher to’evaluate
the students’ speech using a ten-point scale, you would be unhappy.if your
polleague ran out of time"and rushed through the last several recordings, or
if that teacher got tired and ?rumpy about the work and was more severe with
the last recordings as a result. The resulting.change in the teacher’s ratln,?,s IS
an example of unreliability. Specifically, it’is a problem in “rater reliability”
and it is an issue that we must work to avoid or overcome when we evaluate
students’ speaking skills. _ _

The third cfiterion is one which teachers understand quite well-
practicality. ThIS term refers to the fact that a test or other assessment pro-
cedure can only be useful if it does not make unreasonahle demands on
resources, including time, money, and personnel. Interviewing each student
for thirty minutes mlght be a very thorough way to assess his or her speaking
skills, but if you are teaching several classes a day, and especially if they are
large classes, then interviewing all your students for thirty minutes apiece
would be ver?/ impractical. _

The _fOUI'h CrIterion IS washback (or instructional impact). This
concept is often defined as the effect a test has on teaching and Iearnmﬁ. (See
Cheng, Watanabe, and Curtis, 2004, for more informafion.) Does the test
encourage people to prepare for speaking tasks, or does it cause them to
study grammar rules or obscure vocabulary items? | am not suggesting that
vocabulary and grammar are unimportant. In fact, developing vocabulary
and increasing their confidence in applying grammar rules are_a_Ppr_oprlate
and significant ways for learners to improve their speaking ability if those

rammar rules and vocabulary items are practiced in spoken discourse.

ashback can he either positive or negative, depending on whether it pro-

motes the development of the skills or knowledge to De learned (positive
washback) or hinders that development (negative washback).

Chapter 1

Reflection

Think about the following questions:

What is validity and how does it differ from reliability?

Why is practicality an important issue in assessing learners’ speaking
skills?

What are positive and negative washback?

Think about an important test that you have taken. (It can be any test, but
a speaking test would be ideal.) How did you prepare for that test? If you
were taking a language class at the time, what did your teacher do to help
the students prepare for the test? In other words, did it have a positive or
negative impact in your case?

Another important issue has to do with whether your approach to
testing speaking 1s direct, indirect, or semi-direct (Clark, 1979). What do these
terms mean? o -

A direct test 0f speaking involves a procedure in which the learners
ac_tually speak the target language, interacting with the test administrator or
with other students and generating novel utterances. So for instance, an oral
proficiency interview, a conversation, or an unscripted role-play can be con-
sidered direct tests of speaking. _ o

An indirect test 0f speaking, on the other hand, is one in which the
test-takers do not speak. For example, the students may be,gzlven a
conversational cloze test (HL_J hes, 1981). A cloze test is a written text
about a paragraph in length in which words have been deleted (usually every
seventh or ninth word) and replaced by blank lines. A conversational cloze
test IS One where the orllgjnal text is the transcript of an actual conversation.
The, Iearners’{ob is to fill'in each blank with a word that would be appropri-
ate in the context of that conversation. o o
_Another example of an indirect test of speaking is the phoneme discrim-
ination task, in which the test-takers hear a single word spoken &for example
“bat”) and must select the appropriate picture in the test booklet when faced
with a picture of a woman pattmq_a dog, a very fat man, and a hoy swinging
a haseball bat. These may seem Tike strange and perhaps even invalid ways
to test speaklnﬁ, but an indirect test of speaking assesses the “enabling skills”
that are thougi t to underlie the speaking skills. For example, since it s often
assumed that correct pronunciation requires the ability to distinguish
between sounds, that ability is considered a prerequisite to being able to pro-
duce those sound contrasts. _ _ _

AIndirect tests of speaking can be ,very practical and reliable. (It is much
easier and more time-efficient to administer a conversational cloze passage to
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forty students and score the results with a pre-set key than it is to have forty
different conversations with students and train raters to evaluate their con-
versational competence.) However, the students may feel that their si)eaklng
skills have not been adequately or fairly assessed (avalldlt}/ concern). In addi-
tion, usm? indirect procedures may send the message to students that it is not
important for them to practice speaklng in English"since they won't be eval-
uated on their speaking (an example of negative washback).

What then, are semi-direct tests 0f speakmg? This term has been
applied in contexts where students actually speak (that is, they produce oral
language), but they don’t interact in a conversation, interview, or roIe-EIay.
In other words, the test-takers listen to P([ompts and tasks delivered by a
recorded voice, and also respond by talking to a recording device. Semi-
direct tests have the advanta?e that they are easy to administer to several stu-
dents at once (e.g., in a classroom Or language Iaborat_ory% so they are
practical. Also, students know they will have'to Speak during the procedure;
50 semi-direct tests may generate positive washback. However, many geople
feel awkward talking fo a tape recorder and respondm?_ to a disembodied
voice from an anonymous person, so there is often an artificial feeling about
semi-direct tests of Speaking, _ _ .

There is no absolute right or wrong choice among direct, semi-direct, or

indirect tests of speaking. You must choose appropriate assessment proce-
dures after carefully considering dyour own teachmq contexts and the stu-
e

dents’ needs. The main goal is to devise, use, or adapt valid and reliable tests
of ngakll(ng that are practical for your situation and which generate positive
washback.

Reflection

24

Think about your experience with the assessment of foreign language
speaking skills. Perhaps you recall a test you have taken as a language
learner, or one that you have used as a language teacher. Was your
speaking ever tested? If so, were the assessment tasks direct, indirect, or
semi-direct, or some combination of these approaches? Share your
example with a colleague or classmate.
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One more important question about assessing learners’ speaklnq skills
has to do with how those skills are evaluated. Are they scored or rated? If
they are rated, who will do the rating and what criteria' will be used to eval-
uat% the students’ speech? These are matters of the scoring criteria that are
used.

. There are three main methods for scoring students’ sp_eakln% skills: objec-
tive scoring, analytic scoring, and holistic™scoring (Bailey, 1998). Which
approach you use dei)ends In part on what skills or knowledge you are try-
ing to assess and partly on the tasks the learners do. The choice is also influ-
etncdeedntby (and influences) the washback message you wish to send to the
students.

Objective scoring 108S N0t involve angju,dgment during the scoring
process (though a great aeal ofjudgment may be involved in determining the
correct answers to-compile the key). Truly objective scoring can be done by
an untrained person using a scoring key. In many cases, objective scoring can
be done by a computer %e? in computer-delivered tests or with scannable
answer sheets where students mark their answers). Typically there is one and
only one correct answer to each okyectl\_/e[y scorgd test item. ,

In contrast, analytic scoring and holistic scoring both involve some wdg-
ment and usually involve training raters to use the assessment system. What
then is the difference between these two approaches? -

In holistic ratings, a speech sample (such as an oral interview, a
recorded conversation, or a passage that a learner reads aloud) is given one
overall evaluation, which may be a rating ((ia “six” on a ten-point scale) or a
designation (pass versus not pass, or the “advanced” designation in a system
that consists of novice, intermediate, advanced, or superior categories).

Analytic ratings, 0N the other hand, involve rating systems in which
the ab|I|t|es.underI?/|n(i the speaking skill have been analyzed (hence the
name, analytic) and the test-takers are evaluated on how well heF perform the
various sub-skills. For example, some people have used analytic scales that
include the categories of vocabulary, grammar, pronunciation, and fluency in
evaluating speaking. Others include the categories of appropriateness and'the
ability to execute certain speech acts effectively. The analytic categories that
you include in your rating system amount to your theory of what speaking is.

Think about the students you teach or plan to teach. What would be the
appropriate categories to include in an analytic rating scale to assess their
English speaking skills? Make a list of the categories you would use. Share your
list with a few classmates or colleagues to get their opinions.

What is speaking? 25



7. Conclusion

26

*"gglL

\'

/

~The goal of this chapter has been to examine the concept of speaking and
to introduce a number of factors to consider when we are deciding how It can
be taught. The first part of the chapter defined speaking and presented a
model of spoken language that shows how many components come into play
when we are speaking. We looked at the components of communicative
competence and read about three main methods for teaching Ianguages,
focusing on how speaking is tau?ht in each. Finally, we considered some
issues related to the assesSment of speaking and pronunciation. These ideas
will be explored in more depth in the next three chapters.

Further readings

Bygate, M. 1987, Speaking. Oxford: Oxford University Press.

This book is based on reasonable and realistic tasks for future teachers to do. It has
a very helpful chapter on learner strategies of communication.

pridham, F. 2000. The Language of Conversation. London: Routledge.

This is an excellent book written in non-technical language. It explains the regular
systems underlying conversations in English. | recommend it highly.

van Lier, L. 199, Introducing Language Awareness. London: Penguin English.

This little book was written for the general public. It explains a great deal of the
linguistic background information this chapter focuses on in an entertaining way,
with many examples and helpful figures.

Helpful Web site

Speech, Pronunciation, & Listening Interest Section
(Wwww.soundsofenglish.org/SPLIS/)

This is the official site of the Speech, Pronunciation, & Listening Interest Section
(SPLIS) of the international TESOL association. In addition to information about
the interest section, the site includes discussions of pronunciation issues and
information about teaching pronunciation. There are also links to relevant
Websites, as well as resource books, pronunciation activities, articles, and

an “ask the experts” section.
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At the end of this chapter, you should be able to:

describe how speaking is typically taught to beginning
level learners.

explain the following key principles for supporting the teaching
of speaking to beginning level students: provide something to
talk about; create opportunities for learners to interact by

using groupwork and pairwork; and manipulate the physical
arrangements to promote speaking practice.

identify several important communication strategies for
supporting the teaching of speaking to beginning students.

create materials and activities based on the following task

and activity types: conversations and interviews; information gaps
and jigsaw activities; controlled conversations; scripted dialogues,
drama, and role-plays; logic puzzles; picture-based speaking
activities; and physical actions.

examine pieces of classroom interaction and identify the princi-
ples underpinning the instructional sequences.

explain four different purposes for assessment: placement tests,
diagnostic tests, progress tests, and achievement tests.

use a classroom introduction activity as a speaking
diagnostic test.
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Introduction

The Practical English Language Teaching Series as a whole uses learners’
level of proficiency as a basic organizing principle. In this chapter, we will
look at the teaching of s ,eakm? to beginning level students. In Chaloter 3, we
will focus on intermediate, sfudents, and in_ Chapter 4, we will look at
advanced learners. Finally, in Chai)ter 5 we will consider key issues in teach-
ing grpeakmg regardless of the levels. _

he categories of beginning, intermediate, and advanced learners are
actually rather loose and cover a wide range of abl|l'[Y. In fact, some language
programs and some textbook series use five or six classifications; true begin-
ner, high (or “false”) beginner, lower intermediate, intermediate, upper
intermediate, and advanced. However, you should know that these terms
may be used somewhat differently from one region to another, and even
from one program to another. o _ ,
~In Section 2 of this chapter, we will first consider some syliabus design
ISSUes in teachmghspeakm to begmnmgi |earners and faise beginners (that
IS, learners who have_ had some formal instruction but who can’t really use
the language roductlvelﬁ_to express their own ideas). We will then look at
some principles for teaching_speaking to beginning students in Section 3
before turning to Section 4, “Tasks and materials,” which provides examples
of materials "and describes activities that can be used with heginning
students. Pronunciation issues are the topic for Section 5 and “Speaking in the
classroom” is the focus of Section 6. Finally, “Assessing beginning learners”
will be the topic of Section 7.~

What does it mean to be a “beginning” or a “lower-level” language learner?
According to the American Council on the Teaching of Foreign Languages
(ACTFL), beginning level students can be characterized as follows;

e Oral production consists of isolated words and learned phrases within very
predictable areas of need.

* Vocabulary is sufficient only for handling simple, elementary needs and
expressing basic courtesies.

« Utterances rarely consist of more than two or three words and show frequent
long pauses and repetition of interlocutor’'s words.

« Speaker may have some difficulty producing even the simplest utterances.

The ACTFL quidelines also say that at this level some speakers will be
understood only with great d|ff|cult){. Given these limitations, what can teachers
do to help beginning students develop their English speaking skills?

Chapter 2

Reflection

Talk to three beginning level learners or false beginners of English. According to
these students, what are their main goals for studying English? What are their
current strengths? What areas do they most want to improve upon first? Now
think about your own assessment of these people’s speaking skills? What do
you think are their current strengths in speaking English? What areas should
they work to improve first? Fill out the chart below:

Which person His/Her ideas Your ideas

Learner #1

Learner #2

Learner #3

Where your ideas differ from those of the individual learners, what accounts for
the differences?

2. Syllabus design issues

There are many differences in teaching English as a foreign or second
lan uagi_e. When we teach a Iangua’%e in the country where it is spoken (such
as English in Australia, Canada, New Zealand, the UK. or the US,) it is
called English as a Second Language (ESL), In_contexts where En(%JISh
is not the prevalent lanquage used for communicating (such as Argentina,
Oman, Kazakhstan, or Thailand), we talk about teachln_tfl English as a
Foreign Language (EFL). Another way to discuss this difference is to con-
trast “ n(]]hsh as a local language” and” “English as a remote language”
(Hammerly, 1991, p. 148). There are _|m%ortant practical concerns to remem-
ber in teaching speaking to learners in these two contexts (Bailey, 2003).

Think about the differences between EFL and ESL contexts for learners of
English. What would be some contrasts in listening—that is, in the
opportunities for hearing English in EFL and ESL settings? What might be
the different expectations for learners to speak English in EFL and ESL
situations?
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If you are teaching EFL gor plan to teach% in ?/our home culture, Ko_u
are probably already aware of the challenges that [earners face when their
exposure to En%llsh_outslde the classroom is limited. But if you come from a
country where English is the dominant language (or is widely available out-
side English classrooms), you may need to develop skills arid strategies for
helping Yqur EFL studentS gain dccess to the target language. Many of the
ideas in this book are intended to help you create and inCrease opportunities
for your students in EFL situations to speak_English. , _

~ Likewise, ifyou are teaching EFL, you will need to be particularly creative
in d,e3|gn|n|g a syllabus and planning lessons that promote speaking skills. For
beginning fearners or false beginners in an EFL context, it can be difficult to
find opportunities to listen to and speak English, In these situations, the class-
room is extraordmarllal important in providing input and Rractlce oRportunl-
ties for the learners. Classroom lessons can become safe havens where low-
level learners can make mistakes and take risks in a supportive environment
with a helpful teacher and classmates who are at approximately the same pro-
ficiency level and who may have similar concerns.

In"ESL contexts, beginning learners and false beginners can get amgle
input (that is, a great deal of Enqhsh is available to be heard and read), but
they can also get discouraged by the need to communicate in English, and by
Feople’s expectations thaf they will be able to do so. In ESL situations then,
essons can help learners prepare for the kinds of tasks they must be able to
doin En%hsh outside the classroom. . _

~ Syllabus demgn issues are related to decisions about what to teach in any
given course. When teaching speaking to low-level students, it is important
not to overwhelm them with unreasonable expectations for oral production.
At r}Pe s_zéme time, we shouldn’t underestimate what they can do given the
right guidance.

! T%e ACTFL guidelines describing novice speakers of a Ianguaﬂe refer to
the use of “learned phrases.” These phrases are also sometimes called “fixed
expressions” or “formulaic expressions” because they follow a fixed formula
and do not change dependln? on the speech circumstances. In contrast,
English verbs must be conjugated for person (/ speak, you speak, but he, she or
it speaks) and nouns must be marked for plurality (one shoe, two shoes; one child,

two children) or possession_ (John$ hat, the students’ books). Formulaic expres-

sions are useful and efficient because the learner doesn’t have to change
them. Nunan (2005, p. 173) defines a formuia as “a piece of Iangua?e that
|learners memorize as a single functional ‘chunk’ without... breaking it down
into its different grammatical elements.” Some useful formulaic expressions
for beginning learners include, “I dunno,” “A little more sIowI)r please,” and
“How"do you say...?” éBe careful though! A British friend tells me that “|
dunno” might be considered rude in England or Canada.)

Chapter 2

Make a list of at least five more formulaic expressions that would be useful for
beginning learners of English to know. Compare your list with that of a colleague
or classmate. You could combine your lists as the basis for a students’
worksheet.

Learning some key formulaic expressions can be very helpful for
beginning learners for &t least three reasons, First, using exgresswns such as
“How do you spell that?” when encountering a new vocabulary word in a
conversation can help learners understand the on%omg interaction, and may
actually help them learn the new word. ﬁA_sklng ow a word is spelled can
slow the conversation a bit and the spelling may help learners recognize
words that they've read before.) Second, using such expressions can help
sustain the interaction. That is, native speakers or proficient non-native
speakers may be encouraged to continue communicating with beginning
speakers who are apparently trymﬁ to communicate, Third, formulaic
expressions may provide input for the language acquisition process. What
does this mean’ . T

‘Another term for “formulaic expressions” is “unanalyzed chunks™-by
which we mean that the learners acquire the expression as a whole without
analyzing its component parts. The formula “l dunno™is a gzood example. A
learner who acquires this phrase may see that people use it when they lack
information or knowledge. It may be some time before the learner realizes
that “dunno” is a phonologically-reduced form of “don’t know,” and later still
before “don’t” is recognized &s the contracted form of “do not.” In other
words, when the learner is ready, he can analyze the “unanalyzed chunk” and
learn more about how the Iangua%e works. _ _

A word of caution is needed here. The apt use of formulaic expressions
can make begmnmg_le_arners appear more fluent than they actually are,
which can lead to their interlocutors havm%unreallstlcally high expectations
of them. As a student of beginning French, | loved thé formulaic phrase,
“Nous avons besoin de...” (we have need of) because it could be followed hy
any noun to make a request. You can imagine my embarrassment in a restau-
rant in Los Angeles when the linguist | was with asked how my French class
was going, and | told him that day we had learned “Nous avons besoin d’une
boutgille“de vin"—at which point & nearby waiter handed me the wine list and
be&;an speaking rapid-fire idiomatic French to me. Likewise, while travelln%
in aEan, | have often used the_Ja[)anese equivalent of “Excuse me, | don
spea Japanese. Am | in the right place?” §pomtmg to my ticket in a train
station). Unfortunately, the declaration that I'don’t speak Japanese (which i,
sadly, quite true? is often over-ridden in my listeners’ minds by the memo-
rized chunks of Japanese Ianguage | am ‘using, and about half the time
people respond to my questior inJapanese!
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The types of syllabus designs used around the world are quite varied, and
speaking 13 taugih and practiced in man¥ different curricular contexts, One
common format for teaching speaklngi is the conversation class. This offering
IS very popular in language schools. t_t}gplcally means that learners engage
in loosely structured conversations with™ a teacher. It seldom means that
teachers and learners actively investigate the structure of English conversa-
tions, or analyze how to participate successfully in them. _
~ Speaking'is also taught in combination with other skills, most typically
listening. Or'there will be separate speaking classes in the broader curriculurm
of intensive English programs, in which students use the vocabulary and
grammar structures they have studied in other classes. o

Another curricular ‘offering is the public_speaking course, in which the
syllabus goes beyond conversational interaction and helps learners prepare
t0 speak 1o audiences. Such courses are more common at the intermediate
and advanced levels than they are with beginning students. .

Some syllabuses revolve around texthooks. In"the following excerpt from
a table_ of ‘contents, the chapter titles are based on topics Tor discussion
%reflectlng the principle that geople need something to talk about-see page

6). The speaking tasks are based partly on topics (such as “talking about

transportation”) and partly on speech acts (see page 5). The pronunciation
activities in the beginning level textbook focus on phanological processes
(such as redu_ctmns? or linguistic categories (e.g., word families). Others are
based on typical trouble spots, such as pronouncing “teens and tens.”

| Example 1

1. Neighborhoods, Cities, and Towns
a. Speaking tasks: talking about days and dates, saying dates,
talking about transportation, role-playing personal information
b. Pronunciation: contractions

2. Shopping and e-commerce
a. Speaking tasks: comparing prices and stores, identifying
clothes, describing clothes, interviewing peers about shopping
habits, role-playing returns to a store
b. Pronunciation: reductions

3. Friends and Family
a. Speaking tasks: discussing appearance, leaving voicemail
messages, describing people, interviewing peers about keeping
in touch with friends and family, interviewing peers about
conversation topics, role-playing greetings
b. Pronunciation: reductions

Chapter 2

4. Health Care
a. Speaking tasks: discussing complaints, discussing health advice
and habits, talking about body parts, role-playing problems and
advice, discussing exercise
b. Pronunciation: reductions

5. Men and Women
a. Speaking tasks: discussing dating etiquette, discussing
invitations, discussing celebrations
b. Pronunciation: reductions

6. Sleep and Dreams
a. Speaking tasks: interviewing peers about sleep and dreams, role-
playing disagreement, discussing a lecture, telling your dreams
b. Pronunciation: teens and tens

7. Work and Lifestyles
a. Speaking tasks: interviewing peers about jobs, talking about
future plans, interviewing peers about the future
b. Pronunciation: majors vs. job titles

8. Food and Nutrition
a. Speaking tasks: discussing nutrition and food, role-playing
ordering in a restaurant, talking about recipes, presenting a recipe,
discussing nutritional contents of food, comparing food labels
b. Pronunciation: reductions

9. Great Destinations
a. Speaking tasks: describing vacation destinations, asking about
and discussing flight information, getting trip information from a
travel agency, talking about sports
b. Pronunciation: word families

10. Our Planet
a. Speaking tasks: discussing environmental messages,
discussing reasons for species being endangered, researching
endangered species, debating environmental goals
b. Pronunciation: emphasis

Adapted from Thrush, Blass and Baldwin, 2002, pp. Viii-ix

You may have noticed that many of the pronunciation topics in this table
of contents” are related to reductions-phonological processes in which
sounds are lost or muffled (e.g., when little is pronounced as “lil"). Such
reductions are very common in"spoken English.
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Review the table of contents in Example 1. Choose a chapter that sounds
interesting to you. With a friend, brainstorm some speaking activities you could
try in class if you were using this textbook with a group of beginner or false
beginner students.

There are many different ways to organize a syllabus, and commercially
produced textbooks may or may not fit'the needs and goals of the learners
you are working with, “Often you will need to supplement the text with
Creative speaking activities of your own.

3. Principles for teaching speaking to

36

beginning learners

_Inthis section we will consider three principles which can influence and
inform our decisions as we teach speaking to beginning and false beginning
learners. These principles are:

« Provide something for learners to talk about.
* Create opportunities for students to interact by using groupwork or pairwork.
« Manipulate physical arrangements to promote speaking practice.

We will discuss each of these R_rinciples In turn, and h_ighli?ht some of their
Brac}ncal implications for teaching speaking to beginning students and false
eginners.

L Provide something for learners to talk about,

As we_noted in our look at Example 1 (pp. 34-35), when people choose
to speak, it is usually about something. They want something, or .theY find a
topic or incident interesting and want to comment on it. They wish to share
ideas or emotions. There is usually some communicative néed that moves
People to talk. As Pennington (1995, p. x) puts it, teachers should attend to
he communicative needs and purposes of language learners. Sometimes in
language classrooms, teachers seem to forget the natural joy and enthusiasm
of talking about something interesting, or accomplishing a"genuine purpose
for communicating with others, o o o

| remember Seemingly endless substitution drills in my audio-lingual
French class, with the students re eatln([] the teacher’s sentence about the pen
of my aunt being on the table. Then the teacher would cue another noun
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Reflection

(“Hat!™) and suddenly we were all chanting in chorus about the hat of my
aunt being on the table, and so on through-a list of ev_erY, mundane posses-
sion one’saunt might possibly have, The idea of a substitution drill, of course,
is that the learners would form habits through this practice, and the structure
in question would become automatic. As a result, supposedly the language
learner could quickly and effortlessly use the pattern, “The” (noun) of m%/
t(noun) |ston the (noun).” In fact, another name for “substitution drills” is “pat-
ern practice.

\f/hen the students_in the French class had mastered many common
nouns, the syllabus dictated prepositions, and we were soon chantin
variations on “The (noung of my (noun) is IN the (noun)” and “The q]oun) 0
my (noun) is UNDER the (noun)”-but who cared? All this practice and
repetition was so unreal, so unmotivated, so horing! 1 don't recall learning a
smqle thing about any of my classmates or their ideas, aspirations, or goals
forlearning French. . .

People talk to communicate—that is, to express themselves, to get goods
and services, to influence people, to conve>[/ meanings and messages, and to
enjoy the company of others. Admittedly, these are chaIIeang goals when
one 1s at the beginning or false be(kunner levels of language [earning, but the
Bomt still holds: People need to talk about something, and ideally that should
e something of interest to them. o

Thus, one key principle in teaching speaking is that teachers should
Prowde something for learners to talk about. This doesn’t mean that only
eachers can nominate topics-not at all!' Teachers should be open to those
toRlcs that the learners want to talk about, and incorporate them into lessons
whenever %)ossmle. (See the discussion of personalization as a principle
on page 97 of Chapter 3) But it does mean that you should go into your
speaking lessons prepared with interesting topics or ideas to stimulate con-
versations and discussions.

Think about a beginning language class you have taken. What were the
sorts of topics you talked about in class? Were the discussions enjoyable?
Memorable? Did you enjoy discussing some topics more than others, or
speaking with some of your classmates more than others?

In speaking lessons, pictures and “manipulables” can provide the
motivation for talking. Manipulables isjust a fancy word for things you can
handle, move or manipulate in some ‘way. For example, you can buy
Cuisenaire Rods™ or Legos™ and use ‘them as the basis of many
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communicative activities. (Cuisenaire Rods are brightly colored wooden rods
of varym? lengths, from about three inches to one-quarter inch Ion%. Legos
are_ small plastic building blocks that snap together to form structural
designs.) But you can also Use other things that are cheap or even free, or you
can ask students to bring such thm?s to class. Decks of playing cards, piéces
from board games, the” four smallest denomination coins in a country’s
currency and even bits of colored paPer E)a red square, a blue circle, a yellow
triangle, a green rectan?le) can be the basis of many interesting spe_akm({
activities in” language classrooms, If you are working in a school withou
many resources, consider usm%dlfferent kinds or sizes of leaves, shells, stones
or seedpods, or different lengths of sticks, _

Using pictures as the basis of speakmg lessons also gives the learners
so_methm%to talk about, something to focus on other than their own uncer-
tainty with the new Ian?uage. Whether you use colored photographs from
calendars, advertisements cut from magazines, or pictures you locate on the
Internet, photographs add interest to speaking, lessons and can motivate peo-
ple to speak. In"Section 4 of this chapter, we will consider some picture-based
activities to use in speaking lessons.

2. Create opportunities for students to interact by using
groupwork or pairwork.

Sometimes students—perhaps especially those at the lower levels—an be
anxious about speaking out in class. One way to overcome their reticence
and increase their opportunities to speak is to"use pairwork and groupwork.
AccordlnF to Penmnq_ton_(1995, p. X), using pairwork and groupwork can
improve_[earners’ motivation and promote choice, independence, creativity,
and realism. Pairwork and grougwor_k also provide feedback to the learner
from sources other than the teacher p.e., from their peers). o

Pairwork and groupwork are configurations of people for doing activities,
rather than activity tyPes Der Se. Pairwork, as the name_ suggests, involves
two students working together to complete a task or exercise using the target
language. croupwork is three or more students working together. In my
experience, three students per group is ideal, because three students cannot
8enerate more than one conversation, as four students can, so with three stu-

ents per group it is easier to keep them focused on the task athand.

Pairwork and groupwork have heen Wlde|Y used by teachers in
Communicative Language Teaching (CLT). I the e_arly days OfCLT,
research showed that students _vvorkln% in pairs get more individual talking
time than students working in teacher-fronted classes. Early classroom

research revealed that students talking in pairs also perform a wider range of

speech acts, including those normally performed by teachers (Long, Adams,
McLean, and Castanos, 1976).
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~Sometimes novice teachers worry about the chaos that can occur if they
relinquish the floor to the students Qduring a speaking activity. It’s true that
groupwork and pairwork can be noisy, but if the learners aré on task, it’s a
great kind of noise that ensues! Here are some tIi)S for making sure that you
can control the activity to the extent that you feel comfortable:

1. Set the task clearlfy first. Either provide written instructions
on slips of paper for the students or post them on the chalk-
board or overhead transparency.

2. Start with pair interactions, and then when the students are
used to pairing uP quickly and quietly, move to ?roups of
three, and then later use larger %roups |fy0u want fo.

3. At first give instructions about how to get into groups (e.%,
have the students say numbers aloud in order, 1-2-3, 1-2-3
and so on, and then” form groups by having three “I’s” sit
together, and so on), . _

4. Set specific time limits for how long students will be working
In pairs or groups. _

5. Give clear guidance as to what is expected at the end of the
pairwork or groupwork. For example, you might saK “In five
minutes, each group sends one person to the chal hoard to
write down your list of favorite foods. All the group members
help that person spell the words correctly.”

. As you gain experience in working with groups and pairs of students, you
will develop your own grouping and pairing strategies.

3. Manjpulate ghysical arrangements to promote
speaking practice

It can be difficult to get students to talk with one another in a new lan-
guage, but that difficulty”is often exacerbated by the traditional classroom
arrangement of desks facing forward toward the téacher’s zone. Changing the
physical environment can encourage speaking activities, partly because it
paitially alters the power structure of the traditional En(‘]hsh classroom. Here
are some ways to work with the seating and other aspects of the environment
to encourage speaking. _ _ N

The inside-outside circle IS a technique for Plvmg students the chance
to repeat a conversation or interview with several new people, in order to
build fluency and confidence. Form two concentric circles of students. The
people_on the outside face inwards while the people on the inside, face out-
ward. Thus, each person is facing a partner. The students interview these
partners for two or three minutes to get the answers to preset questions
(which you can devise yourself or which'you and the students can brainstorm
together). After a few minutes, the students change partners, for instance, by
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the people in the outer circle moving three partners to the right. This step is
repeated as often as the activity continues to be useful. ,

Tango seating IS @ SiMple seating arrangement designed to force
people to use oral communication during information gap tasks that involve
drawing pictures, following maps, or creating designs or structures from
verbal descriptions. Picture a couple dancing in the Classic Argentine tango
style. The woman’s left hand is on the man’S right shoulder. Her rlght_han_d
is"in his left hand. His right hand is on her back, and they are acmgf n
totaIIK opposite directions. Now ﬁlctur_e the couRIe sitting down in desks Tac-
ing the opposite directions, with their [lght shoulders togze_ther. They can
speak to and hear one another, but neither can see what is on the “other
person’s desk or lap. This is tango seating. ,

Finally, the cocktail party technique IS a quick way ’[0_?_@'[ students
talking to new partners and to break up the routine of sitting durin
language lessons. In using the cocktail Partr technique, the teacher sets a brie
speaking task first, Make sure the instructions are simple and clear. (It will
help if you write them on the chalkboard or an overhead transparency pro-
jected on a screen, so students can consult them as needed.) In ‘this
Procedure, the learners talk briefly with different people and then move on
0 talk to someone new, as if they were at a soual_gatherm%. After they have
completed the task, they sit down again. The physical act of sitting gives you,
as the teacher, an easy way to see when the activity is coming to an end:

Think about two or three speaking activities that you would like to try with your
own English students. (If you are not yet teaching, think about when you do
become a teacher.) Share your list with a classmate or colleague and explain
why you selected these particular activities.

In summary, we have examined three key principles to keep in mind
when teaching ‘speaking to beginning students and false beginners:

1 Provide something for learners to talk about.

2. Create opportunities for students to interact by using group-
work or pairwork, , _
3. Mantl_pulate the physical environment to promote speaking

practice.

_In the chapters that follow, we will build on these principles. They are
important in working with intermediate and advanced learners, too. Keep in
mind, however, that'there are additional important principles that have not
been addressed here.

Chapter 2

4. Tasks and materials

The purpose of this section is to describe and exemplify a range of task
and exercise t}/pes that can be used to_teach sBeakm% to beginning learners.
The aim is not to generate an exhaustive list, but rather to offer you sample
tasks and exercise types that you can use as mogdels to develop your own
materials. The Refléction and Action hoxes provide you with opportunities
to analyze these activities and develop your own examples. The following
exercise types are described and exemplified:

1. Conversations, controlled (or guided) conversations, and
interviews ) o

2. Information gap and jigsaw activities

3. Scripted dialogues, drama, and role-playing

4, L_O%IC puzzles™

5. Picture-based activities

6. Physical actions in speaking lessons

Regardless of the course focus or level, all speakmlg activities can be char-
acterized as more or less interactive. A recited monologue is spoken by one
Berson_wnhout others contributing to the discourse, whereas a conversation,
y definition, is highly interactive. A lecture can he Iargel% non-interactive,
but a seminar discussion is more interactive than a lecture, Different kinds of
interactions occur in different speech events (Situated, identifiable, and
somewhat predictable genres of spoken language associated with certain con-
texts), Lectures and seminars are two examples of speech events.

Likewise, the speaking activities in various speech events can involve
more or less original language. At its most creative, language is generated
entirely by the” speakerS (as in a spontaneous conversation in which
the sPeakers choose what to say to one another as the discourse continues).
In other contexts, language can be largely recited-in rituals, in theatre
productions, or in contexts where speakers read aloud what someone else has
written, (OF course, students can also recite or read aloud what they them-
selves have written) N _ _

Activities for teaching and practlcmg,speakm? range alon([q a contin-
uum from totally scripted speech, to ?mded oufput, by the learners, to
completely novel; self-directed output, OF course, there is & role for repetition
and reading aloud_ as part of practicing speaking skills and building confi-
dence and automaticity. But it is important to remember that our students are
not learning English just so theY can reloeat after others or read aloud from
Prepared_texts. heyalso, want to be able to carry on conversations, express
heir feelings, explain their own ideas, and get things done using English. For
these_reasons, it Is crucial for teachers to provide opportunities for students to
practice creative uses of the language.
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Reflection
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. Inthis section, we will examine several task types. These are hasic activ-
ity structures that can be adapted for students at any level (and, in fact, for
|éarners of any Iangua%eg. We will revisit some of these tasks and activities in
subsequent chapters of the book as we consider the teaching of speaking to
learners at more advanced proficiency levels.

Think about a time when you were taking a language course. What were
some of the activities your teachers had you do in class to practice
speaking? What about activities that were used to learn and to practice
the correct pronunciation of the target language? Which of these activities
were successful and which were not? Are there any patterns in terms of
those that you found to be helpful and those you thought were not so
helpful?

1 Conversations and interviews

_Conversation is one of the most basic and pervasive forms of human inter-
action. But carrying on a conversation in the target language can be very
difficult for beginning students and false beginners, for many reasons. For
example, carrying on-a conversation in English involves selecting vocabulary,
applg.mg the gqrammar ruIes,_pronounC|n&_the English sounds, and under-
standing the other person. Doing all these things at once is quite demanding..

A guided conversation Q|SO called controlled conversation) IS
an old technique from the audiolingual era that is still useful for lower-level
students. In a quided conversation, “the students are given a framework with-
in which to build their sentences, but the actual choice of what they will say
is left up to them” (Allen and Valette, 1977, p. 231). Here is an example of a
guided conversation using a one-sided script:

Chapter 2

| Example 2

I: Robert, why such a sad face?

You: _

I Where did you lose it?

You:

I: What is it worth?

You:

I: Why didn’t you buy another one?

You:

/; To whom are you going to tell what happened, your mother or your
father?

You:

/: Why?

You: ~

I: Will your parents give you the money you need?

You:

I: Well, what are you going to do?

You:

Adapted from Allen and Valette, 1977, p. 233

Write a one-sided conversation using the example above. Try it out with a
classmate or colleague.

True conversations are unscripted, free-ranging discourses involving two
or more people, In a conversation the topic_can change and the individuals
take turns, which are contingent (that is, the utferances build on the
different speakers’ contributions). By definition, conversations are interactive:
Although "one speaker is sometimes more talkative than another, in a
conversation, two or more individuals communicate.

Some textbooks Wust give topics for conversations, but others deal
specifically with HOW to participate in conversations. An important part of
carrying on a conversation is to use communication strategies to prevent or
repair communication breakdowns. In Chapter 1 (see pp. 19-20), we consid-
ered several communication strategies. For beginning learners and false
beﬂ[nners in particular, it is very important to have some strategies for
getting helf) when they don't understand what someone says. Here s some
ath|é:_e for learners about how to ask for clarification and confirm their under-
standing:
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| Example 3 build their confidence and help each other. If the students are at the inter-
mediate proficiency level or lower, it is important to help them_brainstorm

Asking for repetition and_practice the questi_ons before they actually interview people. Finallr, with

L Could you repeat that, please? beginning students, it is best to have them start by interviewing people they
know, rather than talking to strangers in English, ~

2. Wouid you mind repeating that, please? Interviews are conducted to get specific information or to learn about

5. I'm sory, | didn't catch that. someone’s opinions. Conducting an interview in a second or foreign Ia_nﬁuage

can be very challenging-especially for low-level learners. However, with sup-

. f port, beginning students and false beginners can be very successful in carrying

. B oué mterwew]g,,dand can ﬁractlce thelEr Englllsh,4use c%mmumcatlo_ras strategles,

Asking for explanation and gain confidence in the process. Example 4 provides some guidance about

conducting interviews from a textbook for high beginning students:

1. idon't understand what you mean by (rehearse). Could you explain that?

} 2. i'm still not sure what you mean. Would you mind explaining that again? | Example 4

1
3. I'm afraid I don't understand. Do you think you could explain that? . L
interviewing
Sometimes you'll need to interview people. In an interview, you generally ask a person a number
of questions about one topic. (In a survey, you generally ask many people the same question.)

Springboard to Success: Communication Strategies for the Classroom and To begin an interview, you can say the following;

Beyond (Skillman and MacMahill, 1996, pp. 30-31) « Excuse me. Could Iask you a few questions for a class?

It is important for teachers to create tasks that encourage learners to * Hi. I'm doing a project for my English class. May I ask you a fow questions?
speak English. Two waays to get learners to talk to people in English are * Hello. My rames . May | ask you a few short questons for a project n my
contact assignments and interviews. o ! '

Contact assignments ar¢ a type of short, focused interview. These During the interview, do the following:
are tasks in which the language learners are obliged to have contact with * Listen to the answers
speakers of the tar?et language. For example, in a Second language environ- . Show intrest. (Say “Oh?” “Really?” *Thats interesting”)
ment, an informafion scavenger hunt is a useful activity for getting new + Take notes. (Remember to bring a pen and paper)

students acquainted with the School, the town, or the university” campus. A

scavenaer hunt IS a kind of part game in WhiCh teams of people CO[T]EEIG . Don't be shy. If you don’t understand something, ask the person to repeat.

to see who can collect a specified assortment of odd items most quickly- To end the interview, you can say the following:
usually bY asking nelgihbors for them. For instance, a scavenger hunt list @Well, thanks a ot
might'include a red button, a cancelled air mail stamp, a newspaper that is at + Thank you for your time.

least three days old, a piece of chocolate candy, and so on, None of these

! ! . : , N . Thanks for your help.

items is valuable; the fun is in asking strangers for Recullar items. As a

Ianguagie ractice activity, in an information scaven_r};_er, unt, teams of two or Quest: Listening and Speaking in the Academic World, Book One
thrée students each can’be sent out to gather specific information that they (Hartmann and Blass, 2000, pp. 52-53)

cannot get simply by readm% Signs or menus. . o

A specific Kind" of contact” assignment is to have students interview
people In Eth_sh. Interviews are_Semi-structured sequences of questions
Intended to eficit particular information from the people answering the ques-
tions. Typically one person takes the role of the interviewer and the other
person answers the questlons. However, with low-level students it can also be
worthwhile to have them conduct the interviews in pairs. That way they can
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2. Information gap and jigsaw activities for beginning
level students

. The idea of the informatjon gap as an or%anlzm? conceEt for a speak-
ing activity Is that one person has information that another lacks. They must
use Englls to share that information in order to accomplish a fask.

A natural information gaP activity for lower-level courses is for one stu-
dent to tell another about his family. In the process, the listening student must
draw a family tree and label the people In that tree with the appropriate
names. If your students are also learning to write in English, they can write
Information about each person as well (%g accupations, hobhies, likes and
dislikes, and so gn). When the speaker has finished descrlbm? his family, the
listener shows him the family tree and together they. sort out any mistunder-
standings that may have occdrred. To.make the activity more interactive, the
listening student ‘can ask for repetition, clarification; and_ expansion. The
speaker should not look at his partner’swork while the drawing IS in progress,
S0 be sure fo use tango se,altm%;_I (b. 40) or some other way Of bIockmtg the
speaker’s view of the Orawing. Here is an example from a textbook thaf uses
the family as a topic of conversation:

Example 5

Your Turn!©

Talking about your family
Sample Dialog [ [ Useful ons

A: Here are my mother and father and down here are HOW many people are there in your
my sisters and me. family?
B: Are you the oidest? is this your brother’s wife?
A: No, both of my sisters are older. Caitlin is 25 and What's your nephew’s name?
Vanessa is 22.
B: So these are their husbands?
A: Yes, Caitlin is married to Steve and that's their son I'm the middle child.
Jamie. I have one older brother and two
B: What about Vanessa? younger sisters.
A: Vanessa is married but she and her husband don't
have any children yet.

Are you the oldest or the youngest?

Tl’y th IS . . = Makea rough sketch

of your family tree. Show a partner your sketch
and answer questions about your family. Now,

switch roles.

Listen In, Book 1 (Nunan, 2003, p. 19)

Chapter 2

Another natural information gap involves glvm% directions. For example,
one student has the directions toa class party-and the other has a map. The
first student must give the directions to the second in Enlgll_sh., Meanwhile the
second student traces the route on the map and asks c,arlmeg questions to
make sure he has understood the directions and is marking the map correctly.
In this activity it may be helpful |fg_ou pre-teach S0Mé of the vocabular

and tglpmal expressions for giving Qirections (turn right, turn left, go stralg t
three Dlocks, at the corner, and”so on). Here are some useful expressions for
asklng and giving directions from a textbook designed for beginning and
false beginner students:

I Example 6

Put It Together

A. Asking for snd Giving Dirsctions. C29  Use the map on page 3 1to ask for and give direc-
tions. You can look back at the sample conversations on page 30 and use the expressions in this box.

Go down (or up) one/two/three blocks.*

Turn left/right. Make a left/right.
Go oast the It's right there.

It's right there on your lett/right. It's across from the
It's on Thorn Drive/Gareth Avenue/Third Street.**

It's next to the

It's on the corner of and

It's in the middle of the block.

* In English, people count blUCkS‘ not streets.

** Notice that in English, street names don't have the before them.

Quest: Listening and Speaking in the Academic World, Book One
(Hartmann and Blass, 2000, p. 35)

My British friend points out that in American English people count
blocks rather than streets, so be sure to tell %/our students that they will
encounter some regional variation as they use these expressions.

_ After students have practiced this activity in class, you can have them
?lve,dlrectlons over the telephone. The speaking task becomes more chal-
enging under those circumstances, since they can not convey meanings by
drawing or gesturing.
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Reflection

Find a map that would be suitable to use in a direction-giving task with
your beginning or false-beginner students. (This might be a map of the
campus if you are teaching at a university, or a map of the surrounding
neighborhood. It can also be the map of a shopping area or a single
building if the building is complex enough.) Select several locations on the
map that could be used as destinations, so students can give one another
the directions for finding a particular site. What sorts of language
(vocabulary, grammatical structures, speech acts) will learners need to
complete this activity successfully?

Create an information gap activity for student pairs using the map you found.
(Each member of the pair must have a copy of the map, but only one member
knows the intended destination and he or she is not allowed to say specifically
what that is.) Write the procedures for the activity, including specific instructions
for the learners to follow. (For instance, you must decide if the listening student
may ask clarifying questions, making the task more interactive, or if the listener
should remain silent—which puts a greater burden on the direction-giver to be
clear and precise.) Try out the activity with a classmate or colleague before using
it with a class.

Here are some tips for managing map activities. If your students have not
done this kind of task hefore, it'1s helpful if you produce a copy of the map
on_an overhead TprOJector transparency and give the class members
individual copies of thé map. Before you start the pairwork, do two rounds of
the map task with the class as a whole. In the first round, you give the
instructions and have the students follow them. Make sure everyone starts
from the same place. Give clear and simple directions, pausing to'make sure
the class members are followlnﬁqthe_steps you give them. Have the students
check with one another during this first round. They should all end up at the
!n(tje_n%ed l?estmatlon more or less together, even though they were working
individually.

For thg next round, write several possible destinations on the board.
Have one student come to the front and choose a destination behind your
back %e so the learners all know the chosen destination hut you do not).
Then have the class members gilve you directions about how to get from the
star_tm? point to the selected place “as you trace the route on the overhead
projector transparency, thereby giving the class a common visual point of
reference as they guide you through the map task.

48 Chapter 2

~When it is clear that the students understand the procedure, put them in
P_alrs_and give one member of each pair (Student A) an index card with a des-
ination written on it. (You will need to prepare several different destination
cards-perhaps ten for a class of thirty students.) When, the students are done
with this next round of the task, have them pass their destination cards to
Student B in the Ralr sitting to their right (or clockwise), In this wa?/, during
the next round, the second member of each pair describes a novel destina-
tion to his or her partner. o o
~One more tip: If you are working in a context where p,hotocqp¥_|ng IS
limited, have the students just trace the routes on the maps with their Tingers
instead of using pen or pencil. That way you can reuse the photocopied maps
again in the future. If_¥0u have access o a laminating machine, your maps
\e/lvcltll I?st much longer if you can laminate them before you use them in this

vity.

Sometimes civic organizations or schools will provide maps for free. Visit a
tourist information center in your town or the student center at your school to see
if they have appropriate maps that you could use for information gap activities in
your class.

When two or more students each have unique information that the others
lack, we talk about a “two-way information gaR” or ‘Jigsaw activity.” This
|atter term comes from the idea of putting together ajigSaw puzzle, because
the various bits of information that the different students have must be
combined (usin En%hsh) 10 do the task. So, for instance, one student might
have a map of San Francisco with routes and schedules for the busses and
trolley cars, while another has brochures with the hours and prices of various
tourist attractions. The students must pool their information to Plan an
itinerary that would let them see six different sights in two days. It is the
combining and use of two (or more) different sets of information, which gives
the activity its jigsaw nature.

3. Scripted dialogues, drama, and role-playing

Different forms of drama can be very useful in teaching speakm? classes
for language learners. When actors are per,formmq a play, they typically
recite lines written by someone else. (Improvisational theatre is an exception
to this idea.) The creativity of theatre (in terms_of the actors’ speaking) lies in
how the play is staged and how the actors deliver their lines. Of course, the
orlgmal_PIaywrlght_s Work is h|gh|¥ creative-but here | am using the term
“creativity™ In the linquistic sense ot the speaker generating novel Utterances.

As mentioned in Ch_aPter 1, a hallmark of the Audiolingual Method
was its use of written dialogues, which the students were to memorize and
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recite. The assumption was that students would eventually have opP_ort_unl-
ties to use these dialogues in conversation, making appropriate substitutions
for the various nouns, adjectives, and verbs “in’ the memorized text.
Unfortunately, those dialogués seldom resembled actual conversations, and |
remember them as dead_Ly dull.

Beyond the Audiolirigual Method, however, there are many uses for
scrg)ted texts in teaching Speaking. One advantage of using scripts is that the
students encounter words and grammar structures in an entertaining and
meaningful context. Also, when the speaking text is already written, the
learners can focus on the forms they are producing because thiey don’t have
to worry about actually generating original language to convey their own
meanings.

How can we use a scripted play with beginning or false be_gmnmg learn-
ers? If you choose a simple but entertaining script with short lines and a plot
that is”easy to follow, your students may enjoy performing a play and
developl_n%thelr speaking skills in the process. Here is an example of a short
Play, which | have used with low-level learners. (I'm sorr%_that | don’t know
he source of this text. | first saw the play when I'was a child and have been
using the idea ever since.)

A Three-Act Play

Cast of characters:

The Knight The Princess
The Villain Two Doors (two students who stand facing
The Villain’s Servant each other with their arms outstretched straight

in front of them, hands clasped)
(Knocking is heard.)
Villain:  Go see who's at the door.
Servant: Yes, master. (Opens the doors.)
Doors: Crrreeak....
Servant: Who are you?
Knight: (Bowing) | am the hero of this story.
Servant: Oh. (He closes the doors.)
Doors:  Crrreeak....
Servant: He says he’s the hero of this story.
Villain:  Curses!! Well, find out what he wants.
Servant: (He opens the doors.)

Doors: Crrreeak....

Chapter 2

Servant: What do you want?

Knight: I've come to rescue the princess.

Princess: Oh, my hero! (The knightbows, theprincess curtsies.)
Villain: ~ Curses! Throw himout!

Servant: (He turns to face the knight.) He says | must throw you out.
Knight:  Ha! Not on your life.

Servant: My life?

Knight:  Out of my way, you fool.(Hedrawshis sword.)
Servant: (He steps back outof theknight's path.)

Princess: (She clasps her hands and bats her eyelashes.) Oh, my hero.
(The knight bows.)

Villain:  Just what do you think you’re doing?
Knight:  I'm rescuing the princess.
Villain:  Over my dead body!

Knight:  Whatever you say. (He lunges at the villain, who steps aside.
The knight accidentally stabs the princess.)

Knight:  Oops!

Villain: You fool!

Servant: Oh dear!
Princess: (Dying) My hero....
Doors: Crrrreeeak....

Of course, there may be some unfamiliar vocabulary here (curses, to curtsy,
to bat oneb eyelashes, and o on). Students can look up new words in the
dictionary or guess them from"context, especially if T%Ou demonstrate the
meaning’(e.g., when the knight lunges at the villain). They can also explain
new words to each other or ask you about them as well.

Why is this text called, “A Three-Act Play?” The first time through, you
can have the students perform the play at a reqular speed, in terms of both
géerm%tlons and their speech. The play takes about two or three minutes to

The second time, everything is done in slow motion-hand gestures, facial
expressions, body movemients, and speech. Performing the lines with exag-
gerated slownessactually %IVGS_ the students an_opportunity to focus on their
pronunciation, including the pitch, stress, and intonation contours.

Finally, the third rendition is performed at high speed. Movements are
I’aPId andjerky and the speech is high-pitched and very fast. After practicing
a few times af very slow si)]eeds, students find they can speak English very
quickly when they do not have to concentrate on'what to say. My studens
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have had fun performing this play for their peers and have gained some
valuable speaking practice in the process.

The script above contains several lines that beginning learners could use as
unanalyzed chunks. In the script, circle three to five formulaic expressions that
might be helpful for low-level learners to know. Compare your choices with those
of a classmate or colleague.

A role-play IS a Speaking activity in which the students take the Part of
other people and interact using the characteristics of those people (for
instance, age, gender, occupation, and so on). Or the students can be
themselves enacting a novel situation, Qften a role-play includes a particular
communicative task, such as ne?otlatmg a purchase, solving a problem,
making a reservation, gettm? information, and so on. Role-plays can be
excellént procedures for helping students learn and practice ‘important
speech acts, vocabulary, and grammatical structures, .
It is important thaf you, as the teacher, set up roIe-PIays that are realistic,
plausible, and related to the students’ needs. For example, while it will be very
Important for immigrant farm-working parents in California to be able to
speak English to officials at their children’s school, this situation would not be
a realistic role-play for college students in China or Russia, Likewise bemP
able to 8IV6 directions in English to tourists would be a realistic need for col-
lege students in Hong Kon?, ut probably not for farm workers in California,
With begimnlng and false be?mnmg students in particular, you will need
to set up role-plays very carefully, to"make sure you don’t émbarrass the
learners. After all, using nPhsh orally (especially in front of one’s peers) can
be a risky business! Many learners feel they will"appear foolish—especially if
mey make mistakes. Here are some suggestions to help learners overcome
eSe worries:

1 Make it clear that everyone will do the activity at some point.
If there is no way to avoid participation, people will eventu-
ally abandon their reluctance,

2. Include time for a planning phase. If students have advanced
warning and can think about what they want to say in a role-
play, they will be less likely to get very nervous under the

ressure of speaking English, _

3. Build in a pairwork or groupwork step during the prepara-
tion phase, so that learners can interact with and benefit from
others in planning their role-play together.

4. Demonstrate the actmgl the first time you use it so that the
students will understand what is expected of them. Ifyou are

Chapter 2

teaching in an EFL environment, the students may not have
been exposed to role-plays in their previous English classes.
If you are teaching in-an"ESL context, the learniers may not
have experienced role-plays in education systems of their
home countries. o

5. Have the students do the roIe-pIaY in_pairs or small groups
first before having them do the role-play in front of a'larger
audience of their Classmates. .

6. Create a climate in your classroom in general where oral
mistakes are seen as natural learning opportunities instead
of lapses in judgment or evidence that the students are
not motivated.

This last point cannot be over-emphasized: How gou as the teacher
respond to oral errors will profoundly influence your students’ willingness to
take risks and speak En?hsh In class. _ o B

It will also be helprul if You pre-teach a_list of useful situation-specific
words and phrases the students may need during the role-play. You can even
leave them written on the hoard while the students prepare and do the first
rounds of the role-play. This resource will provide the students with some lin-
quistic support as they try to use English in a new situation.

Reflection

In Example 1 on page 34, role-play ideas are provided for all the chapters
except 5, 7, 9, and 10. Choose one of these chapters and design a role-
play related to the theme of the chapter (for instance, a role-play of a job
interview for Chapter 7). Write the instructions for two to four participants.
What sort of language (vocabulary grammatical structures, speech acts)
would you expect the learners to need in order to do this role-play
successfully? What language would you pre-teach in setting up the role-
play task?

Have some students complete the role-play you designed. Record and review the
role-play. Did the learners use some of the language you predicted? Given what
you learn by listening to the tape, how would you set up the role-play next time?
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Remember that your students may need to work up gradually to more
dema_ndmgi speakm% tasks. For instance, it makes more sense for students—
especially those at the lower levels-to do a role-play about giving directions
in English if they have, _aIreadY done a map task about following"and giving
directions. Those activities will provide students with some practice in giving
and taking directions before they have to perform the activity in the
interactive context of a role-play.

4. Logic puzzles

Logic puzzles are tasks in which, ?lven a certain number of facts, a per-
son must deduce other facts, typlcallg 0 comBIete an information grld. These
Puzzles are reasoning tasks that can be done Kone person, but | have found
hat they are challenging and stimulating as the basis for groupwork. When
they aré properly ﬁrepared, they make 1deal materials for jigsaw activities.
We will examine the use of adapted logic puzzles as the basis of speaking
zécﬁlvmessfor beginning students here “and for intermediate learners in

apter 3,

_ l%eep,m mind that the clues of logic puzzles provide onI){ limited sloeak-
ing practice as students read them algud. The true value of logic puzzles as
speakmq activities arises in the negotiations the group or pair-uses to solve
the puzzle. To solve it, students must repeat and review the facts given, restate
them, paraphrase to check for understanding, ask questions, and make
Begt%tlve statements (about what is unknown or about what is known not to

e the case).

The foﬂo_vv_lng logic puzzle (Dell, 2000, p. 5])can be used as the basis of a
speaking activity for pairwork or groupwork. The task is for the students to
speak English together and figure out the full names of each person as well
as what pet each person owns. Before doing this puzzle, it is important that
you have a discussion about different cultures’ naming conventions. What
some cultures consider “last” names are “first” names In other cultures. So
you may wish to introduce the concepts of “given names” and “surnames” or
family names.”

Clue #1: Four people all own different pets: Alice, Ms. Black,
Brown, and the fish’s owner.

Clue #2: The cat doesn'’t belong to Bette.

Clue #3: The dog doesn't belong to Alice.

Clue #4: Ms. Grey doesn’t own the cat.

Clue #5: Ms. Grey lives next door to Chloe.

Clue #6: Bette isn’t Ms. Brown.

Clue #7. Bette doesn't own the fish.

Clue #8: Ms. Black doesn’t own the dog.

Clue #9: One woman’s family name is Ms. Green.

Clue #10: One woman owns a bird.

Clue #11: One woman is named Ruth.

Chapter 2

Before reading any further, please try to work this logic puzzle, either by yourself
or with a classmate or colleague. That way you will have first-hand experience of
the thought processes involved. As you work on this, be aware of the many
linguistic processes involved in trying to solve the puzzle.

When Kou are working with a class, you can Jorqwde the students with a
chart like the one below, or %/ou can have them decide how hest _to,Qr(ﬁanlze
the available information themselves. Here’s what we know initially by
S|mplk{ tabulating the information from some of the eleven clues above

|

(negative information is given in parentheses):

r Person #1 Person #2 Person #3 Person #4
Given Name Alice (not Bette) (not Bette)
Family Name Ms. Black Ms. Brown

\ Pet (not the dog) (not the dog) the fish  J

Up to this point the students will have 3|mpl){ been using English to
organize the information given in the most overt clues. But from this paint
on, they must use logic and discuss their options in filling out the remaining
blanks.” The answers they would come UP ‘with are printed below in a
handwriting font. So for éxample, the first thing they might notice is that if
Alice doesn’t own the dog, and Ms. Black doesn’t own the dog and the
unknown person owns the Tish, then the dog must belong to Ms. Brown. We
also know, from Clue #7, that Bette doesn’t own the fish, so now we can
deduce that Ms, Black’s given name must be Bette. This information has been
added to the table below in handwriting font;

r Given Name Alice BeH-e (not Bette) (not Bette) "M\
Family Name Ms. Black Ms. Brown
i"Pet (not the dog) (not the dog) H\e the fish J

We can also determine that since neither Alice nor Ms. Bette Black owns
the dog or the fish, between them they own the cat and the bird. The students
in the_group proceed in this manner until they have filled in all the cells in
the grid and determined each person’s given name, family name, and pet.

xample 8 is an information gap task, based on this logic puzzle. It is
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desi?ned for two students. Give each pair of students a cop1y of the blank
chart or draw the chart on the chalkboard for them to copy. The clues have
S|mﬂly been divided between the two partners, so that they must use English
to share information and solve the puzzle.

I Example 8

STUDENT A

Look at the information below. Then share your information with your

partner. Together fill in the chart with as much information as you can

about the people’s names and what kind of pet they each have.

Clue #1: Four people all own different pets: Alice, Ms. Black, Ms.
Brown, and the fish's owner.

Clue #2: The cat doesn't belong to Bette.

Clue #4: Ms. Grey doesn’t own the cat.

Clue #6: Bette isn't Ms. Brown.

Clue #8: Ms. Black doesn’t own the dog.

Clue #10: One woman owns a bird.

STUDENT B

Look at the information below. Then share your information with your

partner. Together fill in the chart with as much information as you can

about the people’s names and what kind of pet they have.

Clue #1: Four people all own different pets: Alice, Ms. Black, Ms.
Brown, and the fish’s owner.

Clue #3: The dog doesn’t belong to Alice.
Clue #5: Ms. Grey lives next door to Chloe.
Clue #7: Bette doesn’t own the fish.

Clue #9: One woman’s family name is Ms. Green.
Clue #11: One woman is named Ruth.

Adapted from Dell Logic Puzzles, 2000, p. 5

Reflection

Predict the sorts of language that students will need to solve the
information gap puzzle in Example 8. That is, what sorts of grammatical
structures, vocabulary items, and speech acts will students need to use to
solve the puzzle? What concepts and vocabulary might you want to pre-
teach before having your class of beginning learners or false beginners try
this task?

Chapter 2

b. Picture-based activities for teaching speaking

Photographs from, ma?azmes, calendars, or the Internet can provide
learners with many things to talk about. Photos from calendars work partic-
ularly well because they are often produced in a large format. Also if the
calendars are sealed in Cellophane for sale, the back ofthe calendar typlcaIIY
has a small version of the picture for each month. You can save these small
versions of the photos and mount them on index cards or some other stiff
paper for use in classroom activities. _

There are many reasons for using Blctures in language lessons. Here are
ten (adapted from Curtis and Bailey, 2001).

L Pictures provide something to talk about. They can take the
chus of(fjthe language learner and put it on the picture being
Iscussed.

2. Pictures can introduce and illustrate topics of interest to the

class which are not dealt with in the textbook, as wel| as top-

ics beyond the teacher’s own expertise (e.g., engineering

Broblems, computer technology, soccer, agriculture).

ictures provide visual support for Iearnln?, as they activate
mental images that can help the language learner remember

a particularstructure or vocabulary item. o

4, Pictures are more convenient than some realia to brllng,mto
the classroom (e.g., pictures of animals, burning buildings,
outdoor activities, etc.). o B

5. Pictures add color and interest to discussions and writing
ﬁxermses without being expensive or technologically top-
eavy. : :

6. Pictures can be used in man}/ ways by different teachers for
various lessons. They are not tied to anY particular teaching
method, class size, or proficiency level. The same photo-
?raph can evoke many different kinds of language use in dif-
erent contexts. _ _

1. Pictures are convenient. They are easily transportable, light-
wetlgdf}t, flat, and long-lasting’ (if properly mounted or lami-
nated).

8. Pictures are very adaptable to the technology of the teachmg
environment (€.0., they can be scanned. in, reworked an

Br_olected, or used where even electricity is unavailable). .

ictures can, promote creative and critical thlnklng

#for instance, in describing an everyday ohject photographe

rom an unusual angle,” or clouds "which appear to be

different things to different people). _

10. Finally, Ellctures are not limited touse with a particular lan-
guage. Hence a picture file can be a valuable departmental
resource in a context where several languages are taught.
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Reflection

Do you agree or disagree with the ten statements above? Put a plus (+)
next to those you agree with, a minus (-) where you disagree, and a
question mark (?) by the ones you're not sure about. Can you imagine
other reasons to use pictures in a speaking class? Think about working
with beginning learners in particular.

Here is a simple picture-based activity that works well with beginning
students. Choose several d|fferent,photograf)hs that are quite similar but have
some dlstmgmshm? features. For instance, | have a set of twelve large-format
calendar photos of beautiful shells. With beginning students you can pre-
teach the vocabulary that would be used to describe the shells and write the
key words on the hoard. You can use category headings (size, shape, color,
etc.) as well as individual lexical items [big, Small, tiny for size; round, flat
pointed, sharp for shapes, and so on). Place all the photographs on the board
with numbers above them. Pass out numbers to the individual students, but
have them hide their numbers. (If you are working with calendar photos and
have saved the small photographs from the back of the calendar, pass out
these smaller versions to individual students and have them keep the photos
hidden from_ their classmates.) Then one bx_one, each student describes the
shell in his picture, while the others guess which one is being described. Write
the name of the student whose picture the class has guessed ahove that
picture, but don't reveal the right answers until everyone has had a chance to
describe his own picture.

For a second round, you can cover or erase the vocabulary words from
the board. This step encourages students to try to rememberthe words. If
they have trouble recalling specific vocabulary items, you can put up parts of
the'word (e.g., “poin__"ior pointed).

Create a picture description activity using large-format photographs from
calendars or magazines. Write the procedures for the activity, including specific
instructions for the learners to follow. Try out the activity with a classmate or
colleague before using it with a group of learners.
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You can also create a competition with picture-based activities. | have a
%reat set of photographs that are unrelated but have certain similarities.
here are four sets of these photos and they are laminated so that | can use
them over and over a%aln. Each sheet contains twelve small photographs,
including a picture of the earth taken from space, a boot, birds on 3 wire,
books in"a library, lightning crackling through the night sky, a map of Italy,
a_cracked Eattern of lines In dried mud, an aerial view of a freeway inter-
change in Los Angeles, the tail fins of an automobile, a peacock’s feather, a
fly’s eye, and so on. | have used these pictures with groups of beglnnmg
students,and false beginners to do a task in which the students must find the
similarities between fwo pictures. Here are the steps:

L Youmay want to pre-teach phrases of comparison such as “X
is like Y because....” or “X looks like Y” or “X and Y are
both...” or “X and Y are similar because....” _

2. Put the students in ?roups of three or four, and %lve each
group a sheet of pictures. Each %roup_ must have the same
pictures. (If you don’t have a set of identical small-format

photo(?rap s for each group, you can use Iarge-format photos

posted around the classroom™or set in the chalk tray, as long
as all the students can see every photograPh. ,

3. With the class as a whole, locate some of the obvious com-
parisons and practice using the structures in comparing the

hotos-for example, “The map_of Italy looks like a hoot.”

4, Give the g[ouP]s about five minutes to brainstorm several
similarities'in the photographs, _

5. When the students have identified several comparisons, you
can begin the whole class activity by calling on the groups.in
sequence. Each qroup IS a team, "and the teams Eet One point
for every novel, Tegitimate comparison they make.

6. The point about novel comﬂarlsons Is important. It forces the
groups to listen to one another’s contributions. In fact, | have
even implemented the step of subtracting a point if a team
repeats the same comparison that was given earlier by
another team. _

1. The game ends when you run out of time or when no teams
can offer additional, novel comparisons.

In using this activity-even with verK low-level learners-1 have often been
astounded at the clever comparisons the students make. For example, some
have noted that the pattern on the peacock’s feather is an eye-similar to the
fly’s eye. They have said that the cracks in the dried mud look like the light-
ning forking across the skAy. The birds on the wire are lined up like the rows
of books inthe library. And inevitably these comparisons (and the excite-
ment of the competition) cause them to ask vocabulary questions so they can
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express themselves and win points for their team (for example, they ask
about the vocabulary for lightning, mud, wire, peacock, feather, and so on).

_ These are just afew of the speaking activities ?/ou can do with a collec-
tion of photographs in a class of beginning level students. In addition, a
single photograph can be used for many different activities. | encourage new
teachers to begin building a collection of colorful photos, whether you get
them out of recycled magazines, out-of-date calendars, or from the Internet.
They are a very'valuable (and cheap!) resource for promoting speaking in the

clasSroom.

In case you would like to collect some photographs to use in your class-

es, here areten steps to building a language learning picture file:

1

Chapter 2

. W
applﬁ a thin coat of rubber cement first to a piece of

Collect large, high quality colored pictures from calendars
and magazines. Travel brochures, catalogs, and advertising
literature are also quite helpful. ,

Flip through the magazines and calendars, tearing out

pictures that you like for their color, action, composition,

emotional appeal, etc. Or print out pictures from the

Irtwtéehr_net. Ttgere isno need to cut them or carefully trim them

at this point,

CoIIectpll htweight cardboard, including the single sheets of
rey cardhoard”that come in packaged stationery goods.
ffices that use many paPer products throw these away, and

statlonem( stores sometimes give them away for free,

(Corrugated cardhboard is sturdy, but it takes up too much

space in storage. Manila file folders are a bit too flimsy and

tend to fall ai)a_rt after a few years,) ,

Buy one smalljar and one Iar?e can of rubber cement, which

is much cheaper when boughtin bulk. The smalljar contains

}he applicator brush and “can be refilled easily from the
arge can,
ﬁen you have several pictures and lots of cardboard saved,

{:ard oartd, and then to the back of the picture you wish
0 mount.

Press the sticky sides of the picture and the cardhoard
together and smooth out any ripples with your hands or with
a Toller. tRepealt steps 1 through 6 for as many pictures as
ou want,

ress the pictures overnight under a large book or heavy hox.
This step seals the rubber cement and ensures a smooth
surface. Pressing the pictures this way helps to prevent the
pictures from separating from the mounting material later.

Reflection

. Trim

('Lactually have some mounted pictures that have held up
t rou?h twenty years of classroom use)

he_edges of the mounted pictures using a Iar?e paper
cutter with a sharp blade. After trlmmmﬁ, check Tor stray
spots of rubber cement. By this time it will be dry but tacky
%r;]getr:ﬁgseasny be rolled off the picture’s surface with your

. File the pictures according to topical categories: people, ani-

mals, action shots, bm_ldln%s, food and beverages, vehicles
scenery, etc. (If you file them according to their intended
teaching uses, such as mass vs. count nauns or comparison
alnd)contrast, you may not imagine using them for anything
else,

10. If this is a communal picture file to be used by many peogl_e,
keep a notebook nearby where teachers can_record Dbrief
notes about what they have done with the various pictures.
This step will help prevent accidental overlap, so the students
don’t feel they have heen made to repeat lessons. It may also
inspire other teachers to try out their colleagues’ ideas or to
come up with creative ideas of their own.

Adapted from Curtis and Bailey, 2001

|f you have access to a laminating machine, Y’OU can skip steps 3 through
8. You also can work with PowerPoint presentations or other means of pro-
jecting photographs (for instance, with color photocopies as transparencies).

6. Physical actions in speaking lessons

Activities involving physical actions can help learners remember the
meaning of words and stryctures. Such activities help you, as the teacher, see
whether or not students have understood directions, tasks, or commands.
They provide a way for low-level learners to respond without speakln? (orin
addition to speaking). They can also break up the possible tedium of sitting
still in classrooms for long periods of time.

When you have studied a new language, did your teachers use physical
activities to help you learn? If so, what was your reaction to those
activities? Did they make learning memorable?
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In Total Physical Response (TPR), Students learn by associating
Fh sical actions with the language, the%/ are hearing gAsher, Kusoda, and de
a Torre, 1993). It is a comprehension-hased approach to Iearnm?, but it can
be utilized in teachm? and practicing speaking as well. The “total” in Total
Physical Response refers to' the ided that students retain in memory those
thin sthe)( use their whole bodies to do. Indeed many TPR activities involve
students standing and movmlg. In other activities the ‘students remain seated,
but move_ objects as they follow the commands to do the task. . ,

Atypical TPR activity resembles the children’s game of “Simon Says,” in
which a'leader gives verbal commands (Simon says touch your nose, Simon
says stand on your left foot, Simon says close your eyes, etc.) that the listen-
ers are supposed to follow z/and only z/the leader says, “Simon sars....” TPR
activities don’tinclude the obllgator¥ “Simon says” opener, but a [eader does
give_verbal commands to others to follow. , _

The key here in using TPR activities in a speaking class is for the teacher
to quicklyget the students into the role of giving the commands. After
demonstrating the actmtz with a round of commands, the teacher can turn
the leader’s role over to the students and have them give the directions. TPR
activities can be used for practicing many grammatical structures and vocab-
ulary items in the oral mode. But activities don’t have to include total body
movement in order to be useful and memorable. =~

Here is a beginning-level physical response activity using colored paper.
You can begim with a very simple set of materials and then build on them.
Give each student a red triangle, a red circle, a red square, and a red rectan-
gle. Elicit the names for each’shape. If the vocabulary appears to be new for
Some students, write it on the board next to a drawing of the shape. As the
Eeactheﬁ running the activity, you'll have a set of the same materials the stu-

ents have,

Start with simple commands with your pieces ofpa?_er showing, so the stu-
dents can see them. As you give the"commands the first few times, you do
what you are telling the students to do in plain view so the learners can check
their “understanding of the task and the language, Here is an example
sequence: “Put the Ted tnan%le on the desk. Put'the circle on top of the trian-

le. Put the square on top ofthe circle. Put the rectangle on top of the square.”
iCheck to see if ever){one has followed these directions.) “Okay, everyone?

|ease pick up the rec angile. Now pick up the square. Next pick up the Circle.
Pick up the triangle.” (All the papers should be removed now.) “Let’s try it
again. Put the rec anqle on the desk. Put the circle on the rectangle. Put the
square on the rectangle. Now PICK UP the rectangle. Put the triangle on the
square. Now put the Tectangle on the triangle.” (Have the students check with
their neighbors to see if they have done the sequence correctly.) ,

At this point you can build in a step where you repeat the commands list-
ed above, but wi hglour_ own papers hidden from the students so they cannot
check their understanding by comparing their paper stacks to yours. Or, if
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you feel the students are getting the idea (or if the classroom is so big, or So
crowded they can't see your example anyway), have them work in pairs. (If
you have mavable desks or chairs, this is an ideal activity for using tango seat-
mgg Student A builds a se%uence_of paper shapes, using simple’commands
to describe it, while Student B builds the sequence Student A is describing.
Afterwards, they compare their paper shape sequences. Then they switc
roles and Student B gives the commands while Student A follows the instruc-
tions, again using tango seating.
_ When the students have mastered the names of the shapes and have the
idea of how the activity works, é;lve them a new set of papers-for instance, a
green triangle, square, Circle, an rectan?Ie. When you fegl they are read%/ add
lue and yéllow Shapes as well. Eventually each person will have four different
shapes each in four (or more) different Colors. You can make the activity as
elaborate as you like. While you are Ig|vmg Instructions and the students are
responding t0 them, it is prlmarll_¥ a listening activity, but when the students
take turns q!vlng the commands, itis both a speaking and listening activity.
The activity described thus far has just been used to teach and practice
the names of colors and shapes. But this kind of command-based procedure
can be useful for teaching and practicing many other things as well. For
instance, all ofthe examplés above use the commands, “Put the [noun] on top
of the [noun]” or “Pick up the [noun].” But several different prepositions and
many more Verbs can be used in this exercise as well.

Make a list of at least eight prepositions that would be useful for beginning and
false-beginning students to know, and which could be used in a TPR activity like
this one. Here are a few to help you get started;

1. ovev

2.

3. Above

4.

5. "To VUe le-tH* oP
6.

7. M oP

8.

Can you think of others? It may be helpful for you to manipulate the paper
pieces while a classmate or colleague describes what you are doing. Together
you may come up with prepositions that you have not thought of yourself.

Next make a list of verbs that could be introduced in this activity. Choose
high-frequency verbs that would be useful for beginning and false-beginning
students to know. For example, you can start with put, but gradually add new
vocabulary, such as cover or hide: “cover the circle with the rectangle.”

Speaking for beginning level learners 63



64

A useful TPR activity for beginning students and false beginners has to
do with following verbal directions from one place to another.”You can start
Wlt'[_h ? listening exercise for the whole class and then convert it to a speaking
activity.

ngm with the students standing by their desks or tables. Start with com-
mands of position: “Turn left, turn right, face north (feast, south, west); look
up, look down, look left, look H?ht, take two steps forward, take one step
backward, go to the window, go fo the door,” and so on. Depending on the
physical layout of Kour classroom, you can work with the whole group, or
divide the class in half and have the two halves face outward, with one stu-
dent giving commands to each half. You must decide what will work the best,
mven the Space in your classroom, the number of students, and the point of

e lesson. Practice the TPR commands for a brief period of time-three or
four minutes-until it appears that all the students are correctly matching their
physical actions to the verbal commands. Then have the students %et into
groups of three to five people. One student gives the commands while the
others act on them. o _ , _ _

You can turn this TPR actlvm(]mto aversion of hide-and-seek if you wish.
Start with some small object (such as an envelope) that can be easily hidden.
If you have a relatively small class (say, thlrt%/_or fewer students) Kou can send
one student out of the'room for a miriute. This person is the seeker. Hide the
envelope (e.g., in the lower left drawer of the teacher’s desk). Divide the
remaining students into two teams—one f?roup that is supporting the seeker’s
efforts and one that interferes with his efforts to find the envelope. The seek-
er, however, doesn’t know which of his classmates are helping and which are
hindering his efforts to find the prize. It works well if you have each student
take a number in sequence by counting aloud. Then have the even numbered
students support the seeker ‘and the odd numbered students try to prevent
him from finding the hidden ob{ect. _ _ o
~ When the seeker re-enters the room, his classmates be%m to give him
Instructions, but you need to set up some ground rules so that no one simply
tells him, “Look in the left drawer of the teacher’s desk.” For instance, You
could say that each command can only involve motion in the space of wo
feet &abouthalfameter). So for example, his classmates could say, “Take one
step to the front of the room,” but no “Walk to the teacher’s desk.” Those on
the thwarting side can say thmgs such as “look out the window™ or “face the
back of the room.” As the teacher, you must call on people from around the
room to take turns, intermingling clues from supporters with clues from
thwarters, to make sure the competition is fair and that everyone gets a
chance to speak.
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Reflection

Based on what you have read so far in this chapter, think of three
speaking activities you would want to do in a language class if you were a
true beginning learner. Next think of three activities you would enjoy and
benefit from if you were a false beginner. What difference, if any, is there
between these two sets of activities?

5. Teaching pronunciation

One key to success in learning to speak a foreign Ian?uage is having good

pronunciation. It is not at all necessary for students

0 sound like native

speakers (though some may have that goal). It is |mﬂo_rtant, however, to be

comprehensible. In order o help learners improve t

of English are produced.

In Chapter 1 (p. 11) we saw that the vowels and consonants are the s

_ e their pronunciation, it is
|r?Eortant to understand some important information about how the sounds

eg-

mental phonemes of English. Vowels are produced when the air stream pass-
ing through the vocal chords is shaped but not obstructed. The following dia-

%ram_ shows the sixteen key vowel phonemes of_English and comm
nglish words which exemplify the particular vowel in the box.
lseelliy/ 13 two / uw/
20t/ 1/ 12 books/U/
3say/ey/ 11 no/ ow/
14 about/e/
dyeslei 10 boy / oy /

6 my/ay/8cow/aw/
5fat/ ee/ 9 law /O/
7 stop

on

V lal J

Figure 1 Symbols for 16 vowel phonemes and key words (adapted from
Murphy, 2003, p. 123)
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Reflection

Say the words in the vowel chart in Figure 1 (p. 65) aloud in order of their
numbers. That is, start with (1) see and finish with (14) about. As you
speak, pay attention to where in your mouth each particular vowel sound
is being produced. Having done that, what do you think the layout of the
vowel chart is supposed to represent?

As you can see from the above Reflection box, different vowel sounds are
produced at different places in the mouth. In fact, the chart above is often
superimposed on a profile of a face, looking to the left. The vowel sounds in
see, it, say, yes, and fat are called the *front vowels” because they are produced
at the front of the mouth. The vowels in my, stop, and cow are called the “mid-
vowels” and those in law, boy, no, books, and two are called the “back vowels,”
because they are produced at the back of the mouth. _

The sound.in the first syllable of about is called the “schwa.” It is repre-
sented as /a/ in most phoriemic symbol systems, This sound, which is the
mid-central vowel, is very important in English because it occurs in many
un-stressed syllables, reqardless of a word’s Spelling. Here is an explanation
about the schwa sound Tor |earners of English. This is a very important and
pervasive sound in spoken language.

| Example 9

PRONUNCIATION The /s/ Sound in Unstressed Syllables
Activities “oufavc Jearned that English words have stressed and unstressed sylla-
bles. You know that stressed SY||ab|ES have longer, louder, and h_|%her
sounds than unstressed syllables. When native si)eakers of English pro-
nounce the sounds in unstressed syllables quickly and quietly, the vowel
sound in these syllables often changes to the sound /a/. This sound is
called the schwa sound.

This sound is made by relaxing your tongue in
the middle ofh/our mouth. It sounds like the
sound “uh.”The /a/ sound occurs in most
unstressed syllables, but you can also find it in
some stressed syllables iri words like bug, money,
stuff, In this lesSon, however, you will practice
lal onlyin unstressed syllables.

Talk It Up! Oral Communication for the Real World (Kozyrev, 1998. p. 29)
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Reflection

Say the following words aloud to yourself: rug, the, above, done. You can see
that regardless of the spelling, each of these vowels (except the silent E’s at the
end of above and done) are pronounced as the schwa sound (a). Now say the
following phrases aloud:
the apple the pear
the ant the bug

the airplane the ship
the idea the thought

How is the vowel sound in the word the pronounced if the following word begins
with a consonant? What if the following word begins with a vowel?

The consonant phonemes are also produced at various places in the
mouth. When consonants are produced, unlike vowels, the air stream that
Passe_s through the vocal chords is obstructed and is strongly influgnced by
he different parts of the mouth. When that happens we talk about the piace
of articulation.

Look at the following chart of the consonants in Figure 2. Underline any
words you do not know and cannot guess. Some of the symbols in the

consonant chart look like regular English letters, while other symbols are
not so familiar. Can you figure out what sound each symbol represents?
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State of the Glottis: Voiceless Voiced

Figure 2 Place and manner of articulation (Stewart and Vaillete, 2001, p. 46)

The place of articulation refers to where in the vocal tract speech sounds
are actually produced. If you read the column headm%s on the chart above
from left to right, you will see that they refer to parts of your mouth, starting
with the lips and working toward the throat. Some of thie vocabulary in this
chart can be interpreted ityou know the base words (for instance, labial refers
to the lips and dental to thé teeth), and look at the phonemes in the columns.

Try to figure out the meanings of bilabial, labiodental, and interdental by
making the following sounds.

bilabial: /pi, Ib/, Im/, Iw/
labiodental: |V, M
interdental: /0/, ibl,

(Hint: 70/ is the first sound in thought and Ib/ is the first sound in that.)

Some of the other vocabulary items in this chart are not so easy to figure
out, but they all deal with where sounds are produced. Alveolar sounds are
made when'the tip of the tongue touches the alveolar ridge, the uneven

Chapter 2

surface on the roof of your mouth just behind your upper front teeth. The
palatal sounds are made at the hard palate, the smooth area behind the
alveolar ridge, on the roof of the mouth. Finally, the glottal sounds are made
at the glottis, in the very back of the mouth, ,

These are the phonemes of English, but other languages have important
sounds that English lacks, and English has some sounds™(like /0/ and /&/),
which are not commaon in other Ian?uages., , o

The left column of the consonant chart lists several different ways in which
consonants are produced. This is called the manner of articulation. The
phrase “manner of articulation” simply refers to how sounds are produced. For
Instance, in_some English sounds (/p/; [b/, It/, [d], Ik/, and [g/) the air stream
IS temporar;ly(_ stopped. In others, the air stream is }oartlally obstructed, creatmg
akind of friction (as in the fricatives-s, IV, 191, [ 6/,°1s/, Iz], Is], [z, an
/h/a. In two others, the affricates— ¢/ and / J /—the air is momentarily stopped
and then released with friction, . _

In making other sounds the air stream is not so firmly obstructed. For
example, there are two “liquid” sounds-/I/ and /r/-which are produced at
the sides of the mouth and the back of the mouth, respectivel ,_glvm% them
the points of articulation we call “lateral” and “retroflex.” And in producing
the “glides™fw /, /w/, and /K/—the articulators glide from one sound to
another. You can understand the meaning of “glides” if you say “away” and
stretch out the /w/ sound. clides are sounds that Serve as transitions
between two vowel sounds. When glides are produced the vocal tract is “onl
sllghtII more constricted than that for vowels” (Stewart and Vaillette, 200
0. 494). Throughout this book we will talk about the place of articulation and
manner of articulation as we discuss how teachers can help learners improve
their pronunciation.

Another important group of segmental phonemes are called
“affricates”—that is, the 2/ sound at the beginning and end of the word

judge, and the /c/ sound at the beginning_ and“end of the word church. The
|

affricates consist of a stop followed immediately by a fricative. The /j/ sound
Is really a quick combination of /d/ and /z/, while the / j / sound consists of
['1 followed quickly by /s/.

Say the following words aloud to yourself slowly and analyze the affricates as
you produce them. Be aware of both the place and manner of articulation as you
do so.

Chapel Birch Jest Knowledge
Check Batch Jury Ridge
Cheek Thatch Jet Budge
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Cheese Crutch Just Grudge
Chest Witch Jewelry Refrigerator

You can see that in some instances the word’s spelling accurately reflects the
way these phonemes are produced. In other words, it does not.

Affricates appear as phonemes in words, as shown in this Action box.
They are also produced in rapid, casual speech, when words blend together
(.., when “What do you want?” is pronounced as “Watcha want?”). Here’s
how the forocess of reduced speech is explained and exemplified in a
textbook for beginning students and false beginners:

I Example 10

Reduced Forms in Questions with Do and Did CUD
When people speak quickly, some words become reduced, or short. Here are some examples.

Long Form Short Form

Why do you want that? Why'dya want that?

What do you mean? Wha'tlya mean?

What did you say? Whaja say?

Where did you say you were going? Wherefja say you were going?
Who did you speak to? Who’ja speak to?

When did you leave? When'ja leave?

How did you get here? How’ja get here?

Quest: Listening and Speaking in the Academic World, Book One
(Hartmann and Blass, 2000, p. 133)

Say the following sentences aloud quickly, without trying to be precise or careful
as you speak.

1. What do you want to do?

2. Where do you want to go?

3. Why did you choose that place?
4. When did you get home?

5. How did you like the movie?

As you say these sentences, listen to the way the sounds get reduced. In the
space to the right of each sentence, write the utterance as it is pronounced in
casual speech.

Chapter 2

Itis often the case that pronunciation issues interact with grammar issues.
As a result, if learners. mispronounce key sounds, it can seem like they are
producing ungrammatical utterances. o

One verY important grammar point that beginning learners and false
beginners often work on IS the past tense and other cases were verbs end in
-ed. Depending on the surrounding sounds, the -ed ending can be pro-
nounced in three different ways. Here is an explanation and some examples
from a textbook for beginning students and false beginner students:

| Example 11

ri M -etf endings
A. q Listen to the examples. Listen again and repeat them.

walked Itl dreamed /d/ started /ed/
s. Do you hearjtj, /d/, or fed/? Listen and check [/].

ni /d/ led/

1. listened

2 stopped

3. watched

4. needed

5. played

6. checked

7. exercised

8 wanted

c. Practice the conversations below with a partner.

1. A: Did you drive here?
B: No, | walked.

2

: What time did you start?
;| started at about 3:00.

3. A: What did you do last night?

: Oh, |just listened to music.

4. A Why did you go to the store?

: | needed some bread.

5. A: What did you do last night?

: Nothing special, lwatched a boring movie on TV.

m > W > w > w > W >

6, A: Did you have fun yesterday?

: Yes! | played baseball with my friends.

ICON Intro International Communication Through English (Freeman, Graves,
and Lee, 2005, p. 90)
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Also, particularly for beginning learners in EFL situations, and especial-
ly for those who have had mostly reading exposure to English (and not much
listening exposure), there is somietimes a tendency to pronounce the -ed as if
it were"a syllable no matter where it occurs. For instance, students ma
correctIY say “hunted” as two syllables, but then also say “roped” as “ro-Pe
?r t;‘pul %d as “pul-led” because the spelling suggests that -ed is a syllable
0 be said. ,

For learners whose native Ianguage doesn’t use consonant clusters (see
Chapter 1, page 11) at the end of words, Pronou_ncmg the English past tense
and other -edendings can be very difficult. It will take some practice on the
learners’ part and some explanation on yours.

If you work with (or plan to work with) students from a particular first-language
background, it can be very helpful to know what contrastive analysis predicts
those learners’ challenges will be—particularly in the area of pronunciation (and
especially for adult learners). Go online or visit a university library and look for
any contrastive analyses that have been written about English and the native
language of your students. (If you have, or will have, students from varied first
language backgrounds, choose a language that you are not familiar with.)

6. Speaking in the classroom

In this section, we will consider how teachers deal with speaking in the
classroom. The following transcript is from an actual lesson with a group of
false be?mnmg students in an EFL context. The teacher uses a number of
verbal strategies to check the students’ understanding and get them to speak.
He also_has the students work in pairs, and the task in the hook provides
them with something to talk about. In Extract 1, T stands for teacher, Ss
stands for students.

| Extract 1

T: Have a look at Task 4 on page 3. You'll see some words. Two lists of
words that're used for describing people. Just look through them,
andjust put a check mark next to the words you know as | read
them through. [T reads list as Ss check words they know.] OK, just,
just compare with your partner to see if there are any words that
you didn't know there.

Ss: [Inaudible.]

Chapter 2

Reflection

T: Very difficult, eh? [Laughter.] OK, the next task, the next task is
slightly more difficult. One of the things, er, we practice in this
course., is., or some of the things we practice are learning
strategies. And one of the learning strategies that will help you learn
new words is the learning strategy of “classifying.” Do you know
what “classifying” means?

Ss: No, no.
T: Have you heard this word before?
Ss: No.

T: Classifying means putting things that are similar together in groups.
OK? So if I said, er, | want all the girls to go down to that corner of
the room, and all the boys to go into this corner of the room, |
would be classifying the class according to their sex or their gender.
What I'd like you to do now in Task 5 is to classify some of the
words from the list in Task 4. OK? [Ss carry out task as T writes
headings on board.]

Adapted from Nunan and Lamb, 1996, pp. 259-261

Study the instructional sequence in Extract 1. What is the main point being
taught? How is it being taught? How old do you think the learners are?

The lesson which started in Extract 1 continues below in Extract 2. It
begins when the teacher asks the students if they have finished their
pairwork, in which they classified the words from the list.

| Extract 2

T: Finished?

Ss: Yes.

T: OK. Someone like to call out the color words for me please.
S: Dark.

T: Yeah, interesting. Is “dark” a color?

Ss: [Inaudible.]

T: Is dark a color?

S: [Inaudible.]
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T: Let's putitin anyway. [Writes on board.] OK. Next one?
Ss: White, white.

T: [Writes on board.] Next one?

Ss: Blue.

77 [Writes on board.] And?

Ss: Blond.

T: Blond. [Writes on board.] What about the “age” words?

T: How do you say that word? How do you pronounce that word?
Ss: Elderly.

T: Next one?

Ss: [Inaudible.]

T: [Writes on board.] Next one?

Ss: Old.

T: [Writes on board] Next one?

Ss: Middle aged.

T: [Writes on board.] And the last one?

Ss: Teenage.

T: [Writes on board.] OK. And the last list? Size. Big?

Ss: Short.

T: Uh-huh.

Ss: Tall.

T: Uh-huh.

Ss: Small.

T: Right. What's the difference between this word [points to “elderly”]

and this word [points to “old"]? Elderly and old? Does anybody know
the difference?

S: 1 know in Japanese.
T: You can't explain in Japanese, because | wouldn't understand.

Ss: [Laughter.]
Adapted from Nunan and Lamb, 1996, pp. 261-262

Chapter 2

Reflection

What is the point being taught in Extract 2? How is it being taught? Which
of the principles from Section 3 is the teacher using?

In Extracts 1 and 2, the students speak mostly in single-word utterances, while
the teacher uses longer, more complex utterances. Yet it appears that the
students understand the teacher’s speech. What evidence can you find in these
extracts that the students do understand and are following the lesson? What are
the different ways the teacher helps the students understand and do the task?

What are three strategies the teacher uses to encourage the students to speak?
Underline those strategies in Extracts 1 and 2.

In Extract 3, the teacher explains the difference between elderly and old.
He then leads the students into the next part of the lesson, which' involves
listening for key words and phrases in a recorded conversation.

| Extract 3

T: If | said that, urn, that Mr. Smith was elderly, but Mr. Jones was old, |
think that probably | would imagine that old, someone who's old, is
slightly older than someone who is elderly. Elderly also is slightly
more polite. To say that someone is elderly it doesn’t sound quite as,
quite as very direct as if you say that somebody is old.... Although I'm
not sure. I'd have to check with some other native speakers
[Laughter], How would you describe yourself? How would you
describe yourself? | would say that I'm, well in my culture, | guess I'm
short. I'm fairly short. | used to like living in Asia because | was very
big there. | was tall cause most people in [Asia] are about that tall.
[Gestures.]

Ss; [Laughter.]

T: | wouldn’t say | was elderly. | guess I'm middle-aged. | used to have
blond hair, but now it's gone a kind of dirty brown, and is going gray.
OK. Over the page, then. These are some of the things we're going to
be practicing this morning. I'm going to ask you to listen to another
conversation now. And I'm going to play the conversation three or four
times. The first time, [just wantyou to listen and to check off the
words in Task 1 when you hear them. OK? Just listen for these words
and I'm going to ask you if you actually hear these words, 'cause they
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may not all be on the tape. So the first time you listen ljust wantyou
to check off these words. Do you know the meaning of all these
words? “last name,” “first name,” “address,” “telephone number,” “date
of birth,” “occupation,” and “marital status.” Do you know the meaning
of all of those words?

: What word is “occupation”?

: Sorry?

: What is “occupation”?

: Occupation. Can anybody tell, explain what “occupation”is?

nw 4w 4 v

: Work.

S: [Inaudible.]

T\ Sorry?

Ss\ [Inaudible.] Work.

T: Yes. What sort ofjob that someone does. What sort ofjob. Or what
work that somebody does. What about “marital status”? Do you know
that word? That phrase?

Ss: No, no.

T: That simply means are you married or single or divorced or widowed.
OK. Do you have a husband or wife? Or are you single? Or are you
divorced? So if somebody asks you your marital status. So if some-
body asks you “What's your marital status?” You would say “I'm ..? ...
single. I'm single.” OK, lets listen to the next conversation.

Adapted from Nunan and Lamb, 1996, pp. 262-264

This listening exercise could clearly lead to a speaking activity in which
one student interviews another and fills out a form with information about his
partner. If these questions are culturally appropriate in your context, they
could also be the basis of a contact assignment in which your learners
interview people other than their classmates.

Design a form with topics and blank lines that your beginning students could use
as a guide for interviewing one another during in-class pairwork.

Next, write the instructions for a contact assignment in which learners (perhaps
working in pairs) would interview other people in English and write down the
information they learn.

Chapter 2

7. Assessing beginning learners

There are many different reasons for assessing the speaking skills of
be?mmng learners Or false beginners. Often students are given a test as they
enter a program of instruction'to see what level class _theY should join. Unless
students are true beginning level students starting with the very first course,
such placement tests can be very useful in prowdlng information ahout
which course students should take as they begin to study English in a new
program. . -7

Once students are enrolled in classes, individual teachers often use diag-
nostic tests 10 $e¢ What students aIreadY. know and what they still need fo
learn in terms of the syllabus of that particular course. Progress tests are
used during a course td see how well students have mastered particular parts
of the material, while achievement tests are used at the end of a course of
instruction to see if students have learned the skills and content covered in
that class, Diagnostic, progress, and achievement tests are used by some inde-
pendent learning, centers as well. _ .

In this section, we will first see how a fun introductory activity can be
used as a diagnostic measure of students’ speakln?, abilities. We will also look
at a text that'was written specifically to_ elicit particular phonemes, as a way
of locating students’ pronunciation difficulties. Finally, we will consider
propositional scoring for determining students’ skill at conveying meaning.

1 Class introductions: Icebreaker and speaking
assessment

An icebreaker is an activity used to ?et peoEIe (especially stranr]lers) to
feel comfortable talking to oné another. Tcebreakers can he very helpful in
speaking classes. _ _ _

Here is a very simple diagnostic procedure that I use for the first day of
class no matter what level students | am teaching. It can be adapted to make
it more or less difficult, or to accommodate larger or smaller class sizes. The
beauty of the exercise is that it functions as an icebreaker and helps the
students %et to know_ one another. Tyﬁlcally( they have no idea that you are
assessing their speaking skills. Here’s how it works:

1 Give every student a 3" x 5" index card or similar piece of

aper. _

2. Each student neatly prints his or her full name on the card
and you then collect all the cards. ,

3. Redistribute the cards to the students, makln% sure no one
has his or her own card. Ideally, the student shouldn’t know
the person whose card he or she receives, Keep one student’s
card for yourself and include a card with your name on it
amonyg those you distribute.
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4, Write on the board: Name, name to be called in class, three
things he/she likes, three things he/she dislikes.

5. Have all the students stand Up and find the person whoge
card they have. ghey need to fake a pen or pencil along with
the card.% This phase of the activity generaes a lot of talk and
milling around  and takes a while, Since they are not paired
up as partners. For example, you haveJon% Kim’s card, but
he may have Jose Garcia's card, and Jose has Mieko
Funabashi’s card.) . .

6. Each student interviews the person whose name is on his or
her card, makmg brief notes on the card. Watch the students
and after about 3 to 5 minutes, advise them that they need to
finish up and move on to their next discussion. That i, it is
now their turn to interview or be interviewed, whichever part
of the task the%/ have not done yet. The activity continues
until everyone has been interviewed once and has conducted
one interyiew, _ L

7. As they finish, the students resume their seats. (I like using
this procedure for classroom management: You can have stu-
dents do brief speakln% activities_while standing and then
have them sit down as they finish. This action shqws you and
the rest of the class who is done and when a particular phase
of thefac_ttlt\_/lty)m drawing to a close. It also hreaks the monot-

ony of sitting. o :

8. ern all tﬁg students are seated, you begin the introductions
by saying, “Good morning everyone! This isJong Kim. He
wants to be called_Jon%. Hé likes tennis, movies, and sleeping
late. He doesn’t like s udyln%.” _

9. Then Jong Kim comes fo the front of the room and intro-
duces Jose Garcia. AsJong_s eaks about Jose, you make
notes onJong’s card about his English speaking skills.

10. Next you take Jose’s card from Jong Kim and” make notes
on thie back ofJose’s card_aboutJose’s speaking as he intro-
duces Mieko Funabashi. Take Mieko’s card from Jose and
make notes on_the hack_of it about Mieko’s English as she
mt&oduces Panita Niminit, the person whose card she had,
and so on.

Ifgou have plenty of time and/or a small class of lower level students you
can add more questions. For example, in an ESL class, you can have ‘the
students find out what countrY their classmates are from. In“an EFL class, you
can have them find out what part of the city their classmates live in, which
secondary school they attended, what train station they use, or which dormi-
tory they stay in. It"is your job to select questions “(or have the students
sugPest questlons? which™are dge- and context-appropriate and which do not
violate any social taboos in the culture where you are working.

Chapter 2

Extract 4 provides some examples of students’ speech from. false begin-
ners and lower-intermediate students doing the introductjon activity
described ahove. These data are compiled from my memaries of many years
of using this activity, rather than from transcripts of actual audio recordings.

| Extract 4

1. Jong Kim’s speech: Uh, okay. Good morning. Uh, this Jose Garcia.
He like Jose. Uhm—in class [pauses], he name Jose. He like eat
[pauses], he like to eat, and, uh, sleeping, like me [laughter from the
class], and uh, he like car. His car. No, no [pauses]—he want to have
his car. And he not like people talk English. Uh, no! He not like
people talk English fast.

2. Jose Garcia’s speech: Okay, so, hello, and this my friend Meko. Is
right, Meko?” (Mieko laughs and shakes her head.) “How you say?”
(Mieko says, “Mi-e-kol”, stressing the three syllables; [laughter from
the class].) Jose continues, “Oh, yeah, okay, Mi-e-ko” [stressing three
syllables—more laughter from the class]. “Mieko, she like chopping,
chopping the clothes” [laughter from the class as Mieko shakes her
head], “nho es right chopping?” (Mieko and others say “ssshhhhh” and
“shopping”) Jose says, “Oh, yeah—I know. Chopping is [gestures
chopping with the side of his hand] es ‘ch.’ Okay, she like
ssshhhopping [exaggerated /s/ sound] the clothes” [laughter from
everyone, including Jose]. “And she like also the, the, icomo se
dice? the food of Japan, the food Japanese, the sushi, and she like
the dancing. And no like study the grammar of English, uh, the
English grammar. That is all.

3. Mieko Funabashi’s speech: Good morning, everybody. | am Mieko
Funabashi. | am introduce Miss Panita Niminit. But she like her name
is Nan’in class. So please say Nan.'Is her short name and friendly
name, Nan.’Nan like many things. She like cooking Thailand food, so
for class party she make Thailand food. And she like, uh, how can |
say, she like shopping, and me too! | like shopping. And Nan, she is
like, | mean she like play piano. But she not like, she don't like get up
early in the morning. She like to sleep. So this is Nan.

What can you determine about these three students’ speaking skills from the
brief extracts printed above? Based on just these speech samples, which of the
three do you consider to be the least proficient speaker of English? The most
proficient speaker? Write some comments about each student’s strengths and
weaknesses in spoken English. Include comments about their pronunciation,
their grammar, and their apparent breadth of vocabulary, as well as their fluency
in speaking English.
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Here are my notes about each of these students. Remember that these
comments were written on the back of a 3" x 5" card as the each student was

introducing his or her classmate, so they are necessarily brief.

Notes on Jong Kim’s speech: (Sveefs c\ass. Ho coptO<?v "be.” No
pevsov\ AN ow \\<w\e. Jose
(lvisfe”uA o-P 'Vis n<?u*\e is Jose"). Sel-P cowecfs "He UUe e.c*Sr]
fo "Ue UV-e fo Buf MA s”y "Uis c<w” (ivisfe*rn<A o-P "Ue
cw"). Use”A "Ue nof UVew—vn?\y nof U<*ve *nv\i<?0yz.e<A "<Ao+_
WcW' "peecU somewUA"f Uesifgnv\v> buf oV~Avy -Pov )eve) o-P

clNss.

Notes on Jose Garcia’'s speech: Oeefs cl*ss. L*cVs copula

ping." Tv~nv\s-Pevs ecHve o0v<Aev -Pvovn "p<?wslv. "fU e -Poo<A
J<?vp~viese.wUncUs pevson sih®™ial”v * <AV\<j>0yz.e<A "<Ao0
+- viof.w ~dnys 'Vo UVe sViA<Ay.,;, RvusUes wifU "TU<aV Is Ev|V_
M*nybe £\>\ uv\<*v\<?0yz.e<A cUuv\V? SpeecU genev” Ny -Pluevxf
<?W\A cov\-Pi*Aev\f. K<sny U “ve LAe<*. o0-P i\sivyq covnwoyviic<?vHov\
sH"fegies (visV-fcnViH" pevsov\<?\Ufy?).

Notes on Mieko Funabashi's speech: Greefs cWs. Uses Ul
MFVBAIACIM? sel-p. Buf <5 shys, VW IVIfro<Ailce../* <M<A Yxsathe 1s
(my UNve copula enavgiwg). 1 cUs peyson smaquwW € oA
"UUe.w Uses piuv<?0 ~ ow fUlvygis." $00A"
fm sfe” oP"TtW P35A). Uses "Uou> ccnv 1S<y?' (VAybe <nfo/t ma_
Kuc e>cpvession). Uses "so" OM<A "vne foo." "y s 'UVe plty p'wo
(wissi*g IvyPwHve 'Vc" envHcle "VUe"). 'S*ys 'sUe voi* H\We bi*V
cUMvvAres fo “sUe <Aovlv uver—irvry ULtve— © 7 "MAQ" QhdA ne.qgV
HOA eevMwA. I/N\ons "geV up! "e™vly wfUe woNiwh,;, “peecU
Vioi* UEsiVAWV. PveH” 0\Ali<7lyiCe. A Pov VUIs d<ss?
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This classroom introduction activity can be used at the beginning of a
course for you as the teacher to qet a (uick idea of each student’s SHeakmg
proficiency. In addition, it will help you (and the student,sf) to learn the class
members”names and build a sense of community. Also, ifyou have timg left
after the introductions you can add a quick listening and speaking activity to
help students remember one another’s names. As Extract 5 shows you,
simply ask questions about the information the students provided:

| Extract 5

T: Who likes to play the piano?
Ss: Mieko! No, no—Nan!

T: Mieko told us that Nan likes to play the piano. Okay, who likes to sleep?
Ss: Nan! No, Jose!

T: Right! Nan likes to sleep. Jose likes to sleep. Nan and Jose both like to
sleep. Who else likes to sleep? Someone else likes to sleep. Who was
it? Do you remember?

Ss: Jong Kim! Jong!
T: That’s right. Nan and Jose and Jong all like to sleep.

Notice that as the teacher in this extract coaches the students and
summarizes what they have said, her speech provides model utterances that
use correct English. She uses the students’ ideas and elaborates upon them.

2. A pronunciation diagnostic test

A diagnostic test for evaluating a student’s pronunciation can be written
as a reading aloud task which incorporates the phonemes that contrastive
analysis predicts would be troublesome for students from a given first
Ian%uage background. (A contrastive analysis i a systematic comparison
of the Students’ first language with English to determine the differences that
will need attention durm? Instruction.” It can be conducted at the levels of
Pho_nolog)h morphology, lexicon, syntax, or discourse.) For example, the fol-
owing passage was written for Spanish speakers learning English. If you are
familiar with~Spanish, you will see that many of the consonants and vowels
E]n ggp'lssh text are those ‘that are often problematic for Spanish speakers of

Ish,
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| Example 11

Buddy always pulled up a chair to watch his father wash and shave.
He saw him spread the hot lather with a wet, yellow brush and then zip
off the whiskers with a cheap razor that looked just like tin to him. Buddy
would wait to see if the thin blade cut his father’s face, yet it never did.
Sometimes his father would even sing in his gravely voice as he pulled
the sharp razor across his skin. Once Buddy thought he spotted blood
and was thrilled. But later he felt bad because he was sure it was a sin
to have these thoughts.

Galvan, Pierce, and Underwood, 1976, p. 20

When you use a passage like this to assess a learner’s pronunciation, the
learner reads the. passaqe aloud into a tape recorcer. Later you can, score the
reading by marking a clean copy of the passage for each stident, circling the
phonemes that were mispronounced. If you ?rlnt the passage in a double-
spaced format, you can write in the sounds the learner substituted for the

nglish phonemes. This information will show you some ways to help the
students improve their pronunciation. _

There are some points to keep in mind, however, if you use read-aloud
passages. as testing texts. First, if what you wish to assess is the learners’
Fronunmatlon, then the text itself should not be demanding, relative to the
learners’ rofmencY in terms of the vocabulary or syntactic structures it
involves. You should answer the students” questions about word meanings
and pronunciation of any new words before they read the passage on tape,
because the text is mearit to be a test of accentedness—not of reading skills.
Also, be aware that people can sometimes be more conscientious about their
Pro_nunmatlon accuracy when they are reading aloud than when they are
rying to generate novel utterances of their own.

Write a brief paragraph that incorporates the vowel and consonants sounds of
English that pose particular problems for your learners, if you are already
teaching (or for those students you hope to work with in the future, if you are
not). The text should sound natural and should include only words and
grammatical structures that your learners are likely to know. (This is a
pronunciation task—not a test of reading or of how students interpret new words
in context.) Type the text in double-spaced format so it will be easier for the
learners to read (and for you to mark later) than if it were single-spaced. Have a
few of your colleagues or classmates read it aloud for you on tape before you try
using it with students.

Chapter 2

| suggest that you not use “tongue-twisters” as the basis for testmg
students™ pronunciation, While the texts of tongue-twisters can be fun (an
funny) as in-class exercises, even native speakers have trouble saying them
aloud" (that's the whole point!), so it is not appropriate to score lower-level
Iearpers n a]task that native or proficient non-native speakers cannot do
easily and well. _ _ _

[T you are working with preliterate students, instead of having them read
a passage aloud, you can ask them to repeat after you. This task is called sen-
tence repetition and it provides comparable data across the various stu-
dents. Like the reading described above, however, it can be a bit impractical
if you have to administer the task to individual students-especially in large
classes, Be sure to audio-record the students’ utterances so you can score
them gor analyze them) later. It can be distracting to you and very intimidat-

ing to the learners if you are obviously scoring their Speech at thé same time
you are testing them.

3. Propositional scoring for assessing meaning in speech

Propositional scoring is a procedure for assessing the meaning conveyed
by an utterance (see Bailey, 1998) rather than grammatical accuracy: A
proposition IS the basic meaning(s) of a sentence or utterance. For exam-
ple, in the foIIowqu sentence, there are four propositions:

My friend Scot teaches English in Romania.

1 |have afriend.

2. My friend’s name is Scott.
3. Heé teaches English.

4, He teaches in Romania.

Determine the number of propositions in this utterance:
The EFL listening textbook is for advanced learners.

Compare your ideas with those of a classmate or colleague.

. The concept of propositions can be used. in tasks for testing students’
ability to convey meaning while speakln? English. For instance, you can give
the students the task of finding out what film is pl_aym? at a certain theatre,
what time it begins, who is starring in it, how long it'lasts, and how much the
tickets cost. The students can then telephone and"leave a voicemail message.
Here is an example of what a student might say:
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| Extract 6

Uh, hello, Ms. Bailey? This is Julio. The, the movie is Gone with the
Wind. Is star in it Vivien Leigh. | think is Leigh, spell L-E-I-G-H. Is start at
8 o’clock. Is a, uh, a movie of three hours. Uh, is a three-hour movie. |
think is an old movie, not a new movie. Is cost six dollars for one, uh,
one people, | mean, uhm, one person. | think this is all. Bye.

| have found that this activity works better if you choose an old or
unusual film, rather than something that is currently popular. That way the
students won't be able to rely on frequent radio or television advertisements
to learn the answers to the guestions. _

Propositional scoring of the students’ answers does not deduct points for
grammar errors. Instead, the focus is on whether the learner supplied the
needed information. (Of course, to use a task like this one as an assessment
procedure, you will need to check with the theatre first and make sure that
you know the answers to the questions the learners are trying to answer.)

Score Julio’s recording in Extract 6 using propositional scoring. Write the
information he provided on the blank lines below:

What film is playing?

What time does it begin?

Who is starring in it? -

How long does it last?

How much do the tickets cost?

Julio’s score = out of five points possible.

8. Conclusion
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In this chapter, we have considered the teaching of speaking to beginning
learners and false beginners. After a brief introduction, we looked at some
syllabus design issues In Section 2. Then Section 3 provided a brief discussion
of three important principles that need to be kept in mind when teachlng
speaking at this level. Section 4 described and illustrated techniques an
exercise types for introducing and practicing speaking with beginning
students. Section 5 dealt with Rronunmatlon Issuies. Section 6 provided three
extracts from a lesson where the teacher was focusing on speaking with false

beginner students. Then, Section 7, on assessing learners’ speaking, included

Chapter 2

some examples of students’ speech during a class introduction activity that
provides dla?nostlc information about the students. _

The next chapter will cover similar topics, but there we will focus on
working with intermediate students. Man)( of the same Procedures can be
used at'that level, so long as they are adapted appropriately.

Further readings

Baileﬁ, K.M. and L. Savage. 1994. New Ways in Teaching Speaking. Alexandria,
VA TESOL.
This book is a collection of short teaching ideas written by teachers for teachers. It
includes activities for learners at various levels.

Carter, R. and D. Nunan. 2001, The Cambridge Guide to Teaching English to
Speakers of Other Languages. Cambridge: Cambridge University Press.

This helpful reference book has short, readable chapters related to many issues
discussed here.

Nunan, D. 2004. Task-based Language Teaching. Cambridge: Cambridge University

This book provides many ideas for language learning and teaching tasks that can
be adapted for different levels of speaking proficiency.

Helpful Web sites

The American Council on the Teaching of Foreign Languages
(ACTFL) (www.actfl.org)

The rating guidelines from the American Council on the Teaching of Foreign
Languages (ACTFL) are used in Chapters 2, 3, and 4 of this book to describe the
speaking of beginning, intermediate, and advanced level learners. Please visit the
ACTFL Website (www.actfl.org) for more information.

The Sound Systems of English and Spanish
(Wwww.uiowa.edu/~acadtech/phonetics/)

The University of lowa maintains an excellent Website about the sound systems of
English and Spanish. It provides clear demonstrations and explanations of how
sounds are produced, including an animated profile of the vocal tract. The Website
also produces the phonemes, so learners and teachers can actually hear the
various sounds of spoken English.
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Three
Soeaking. for
| ter glate
ave| learners

At the end of this chapter, you should be able to:

describe the speaking issues that typically concern intermediate
learners.

demonstrate an understanding of confirmation checks,
clarification requests, and comprehension checks, and identify
instances of each in the speech of intermediate learners.

demonstrate an understanding of the following key principles

to support the teaching of speaking to intermediate learners:
negotiation for meaning, developing transactional and interpersonal
speech, and personalization.

create materials and speaking activities for intermediate level
learners based on the following task and activity types: information
gap and jigsaw activities, role-plays, picture-based activities, and
logic puzzles.

examine pieces of classroom interaction and identify the
principles involved in teaching speaking to intermediate learners.

use a diagnostic test to assess learners’ pronunciation.
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Introduction

In this chapter, we will consider techniques for teaching speaking to inter-
mediate learners. These descriptors from the ACTFL guidelines listthe char-

acteristics of intermediate students’ speaking ability. You might wish to
contrast these statements with those about beginning students (%ee Chapter
2). Intermediate level learners are able to:

« handle successfully a variety of uncomplicated, basic and
communicative tasks and social situations;

« talk simply about self and family members;

¢ ask and answer questions and participate in simple conversations
on topics beyond the most immediate needs, e.g. personal
history and leisure time activities;

« increase utterance length slightly, but speech may continue to
be characterized by frequent long pauses, since the smooth
incorporation of even basic conversational strategies is often
hindered;

e improve pronunciation, which may continue to be strongly
influenced by first language, and fluency may still be strained.

The ACTFL %uid_elines note the important role of the listener, when they
state that although misunderstandings still arise, speakers at the intermediate
level can usually be understood by sympathetic interlocutors.

Think about a non-native speaker whom you consider to be an
intermediate learner of English. What are the characteristics of that
person’s speech that make you think of him as “intermediate”?

Chapter 3

Talk to three intermediate learners of English. According to these learners, what
are their main goals for studying English? Focus specifically on spoken English.
What are their current strengths? What areas do they most want to improve
upon next? Now think about your own assessment of these people’s speaking
skills? What do you think are their current strengths in speaking English? What
areas should they work to improve first? Fill out the chart below:

Which person His/Her ideas Your ideas

Learner #1

Learner #2

Learner #3

Where your ideas differ from the learners’, what accounts for the differences?

We will turn now to a brief discussion of issues that influence syllabus
design. Next we will consider three important principles as well as tasks and
matérials for teaching speaking at the Intermediate fevel. Then we will look
at teaching pronunciation for intermediate learners before examining some
classroom “extracts, Finally, we will think about assessing intermediate stu-
dents’ speaking skills, focusing especially on pronunciation.

2. Syllabus design issues

At the intermediate level, syllabus design issues hecome ver,Y diverse,
since these learners already know a great deal of English, but still need to
know more. As the teacher'you will need to help your intermediate students
build their vocabularies, improve their grammar; and extend the range of
%peech acts they can use aPprqprlater. (See page 5 to review these concepts.)

he_)(, may also need 10 improve their pronunciation accuracy. In
addition, while you and the learners are expanding their communicative
con%pdetence, you can do a great deal to increase their communicative
confidence.
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Review the table of contents or the Scope and Sequence of three intermediate-
level speaking textbooks. How are they organized— by topical themes, by
functions, or by grammar points (or perhaps by some combination of these
ways)? Sometimes you can view the table of contents of a book online, in case
you can't find the book itself.

~Some course books cover both listening and speaking, which is sensible
since these two aural/oral skills often work toFether. For'instance, as shown
in Example 1 in Kozyrev’s (1998) hook, Talk It Up!, every chapter has three
listening activities, some pronunciation work, and suggestions for groupwaork.
The chapters are organized around themes, such as Friends, Feeling at Home,
Making Connections, The World of Work, MoneY Matters, and so on. These
topics provide relevant vocabulary, girammar structures, and examples of
speech acts, as well as something to talk about.

| Example 1

To the Teacher........ vi
To the Student..., iX
Precourse Evaluation . o Xl
Acknowledgments XVi
CHAPTER 1: Friends 1

Introduction _ . . 2

listening Activity One: That’s What FriendS Are F O T oo 2

Pronunciation Activities:

Strategies for Improving Pronunciation ... vvvsesis 4
Talk It Up!: Interviewing Classmates, 6
o o Q(uesnons ypes and Typlcal RESPONSES .o
Listening Activity TWo: EXCUSES, EXCUSES! ....ccvvvvovevsvmsrsnesssnnn 8
Pronunciation Activities: Symbols for Sounds..... 9

_ Talk It Up!: Disagreeing Directly and IndireCtly.......mwrerss

Listening Activity Three; Cyberfriends ...

Further Practice: Agreeing and DiSagreeing....... s 15
atching TV 16
Advice Columns 16
CHAPTER 2: FeelingatHome 18
Introduction... 19
Listening Activity One: A Good AFartment Is Hard to Find......... 20
Pronunciation Activities: SYHADIES.........wwvrermsmsrsserrinn 2
Talk It Upl: Imitations 25
o ~_ FindingaHome... 25
Listening Activity Two: Getting Things FIXed ......eemmvsenenns 2

Pronunciation Activities:

The /a/ Sound in Unstressed Syllables. .

. TalkIIU_p,l:Dlscusszepalrs_ ................................ 3l
Listening Activity Three: What a Neighborhood! .

Further Practice., . 33
Self-Evaluation 3

Oral Presentation 3
CHAPTER 3: Making Connections 37
Introduction.., . . . .38
Listening Activity One: E-mail CONNECHIONS .oovvevvsvsvsennnvesns 39

Pronunciation Activities: )
leylasin play, /e/ asin send, and /ee/ asin bad........ 40

Chapter 3

_ Talk It Up!: Telephone Chain ......... e ————— 44
Listening Activity Two: Send a Card to Stay in TOUCH v 44
Pronunciation Activities: CONractions ........cvvvesmsessinnnnnn 45

Listenin%Activity Three: Not Another Answering Machine! ... 49

Further Practice: Greeting CardsS. ... )
CHAPTER 4: The World 0f W 0rK ..ocesesrvssssssssssssnsises 54
INroduction....m.wuveercrns e ——————————— 55
Listening Activity One: .G.e.ttmg}.theJ 1] SR |
Pronunciation Activities: 7iy/ asin seen and /i/ as in did ..6637

- Talk 1t Up!: Formal Interviews ...
Listening Activity Two: Breaking the Ice
Pronunciation Activities: Sentence Stress
Talk 1t Upl: SMall TaIK .ovovevvves v

Listening Activity Three: Workplace Challenges......wmeummmmin 67
LT o T 69
SBIF-EVAIUBLION oo 59
SPeaking t0 8N EXPEI .. 7]
CHAPTER 5: School Choices/Life Opportunities ... n
INErOdUCHION..oovvcverrcvie R 73
Listening Activity One: Changing Majors .......eevermmsmmsnnss 74

Pronunciation Activities: o
['s/ asin sing, [f/ asin shop, and /y/ asin change ...75
A7 S %

_Talk It Up!: Expréssing Emotion in Role
Listening Activity Two: Learning a Language
Pronunciation Activities: Intonation ...........

~Talk It Up: Using Notes in a Group Discussi 8

Llstenm%Actqvny Three: Being Bilingual—What an Advantage! . .84

Further Practice Interwevvmgi a Fellow StUdent. ..o 86
When Should Language Study Begin .............. 87

Talk It Up! Oral Communication for the Real World (Kozyrev, 1998, p. iii-iv)

Some syllabuses and methods are designed to emphasize input to the
learners, while others emphasize interaction. What is the difference? input
is “language which a learner hears or receives and from which he or she can
learn”"(Richards, Platt and Weber, 1985, p. 143). Input can be unidirectional.
That is, learners can gain |nput{ust_by readm%or listening, without respond-
ing in any way. That subset of the input which learners notice, find helpful,
and learn from is called intake. Not all the input to learners can be con-
verted to intake. For instance, speech that is too fast for learners to process
will not become intake. _ o o _

In contrast, interaction is, by definition, not unidirectional. Interactive
speech involves at least two peoplé communicating with one another, Durmg
verbal interaction, people exchanqe information and ideas (Long, 1983) an
communicate their needs. During these conversations there are opportunities
for “the less competent speaker to provide feedback on his or her lack of
understanding” (p. 214%. In the E)rocess, most &sympathetlc) interlocutors will
adjust their speech to help the learner understand better. The result is what
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Long calls the “negotiated modification of the conversation” (ibid.). This
negotiation for meaning makes the input to the learner comprehensible,
meaning that it is understood and can be converted to intake. It is hypothe-
sized that language acquisition occurs as a result of these processes.

. One benetit of learners interacting in English is that when we speak (or
write) in a new language, we have to focus on our grammatical accuracy and
on our Fronunmatlon In order to be understood. [t appears that in trylnﬁ to
speak, learners have many opportunities to notice the gap between their
output (their own speech or writing in the target lan uage? and that of native
or more proficient users of English (see Swain, 1995).

In the early days of second language acquisition research, some people
thought that comprehensible_input addressed to the Ianguagge earner
was What caused language acg_msn_lon to occur (see Krashen, 1985). More
recently, researchers have studied interaction. They have identified several
important processes that help people convert input to intake through the
negotiation for meaning that occurs during the interaction. Pica, Young, and
Doughty (1987, p. 740) have provided the following definitions of processes
that occur as learners converse in their new language:

« Clarification request: ...One speaker seeks assistance in
understanding the other speaker’s preceding utterance
through questions..., statements such as | don't understand,
or imperatives such as Please repeat.

e Comprehension check: ...One speaker attempts to deter-
mine whether the other speaker has understood a preceding
message.

e Confirmation check: ...One speaker seeks confirmation of
the other’s preceding utterance through repetition, with rising
intonation, of what was perceived to be all or part of the pre-
ceding utterance.

Below are some examples of clarification requests, comprehension
checks, and confirmation checks. These categories can be a little confusing
because of the changing roles of the gersons who are the “speaker” and the
“mterloc,utorﬂs).” The key difference between the comEr_ehenswn check and
the confirmation check is that the comprehension check is the speaker check-
ing someone elsePunderstanding, while in the confirmation check a person is
checking histher own understanding of what the other speaker has said. This
distinction can be a little confusing because the person who is the designated
speaker changies as the turns of a conversation alternate, as we see in the fol-
lowing extract:

Chapter 3

I Extract 1

John, a male ESL teacher in California, is interviewing Kim, a newly
arrived female ESL student from Korea. The following (totally
constructed) conversation occurs:

John: So tell me a little bit about yourself.
Kim: Uh, so, you mean, uh, my life? (CLARIFICATION REQUEST)

John: Yeah, like wherere you from, whaddya like to do, and stuff
like that

Kim: Uh, I'm Christian. | born Seoul.

John: Uhm, you were born with a soul? Like from Heaven?
(CLARIFICATION REQUEST, John asking Kim to clarify
her previous utterance.)

Kim: Oh! No. Seoul. My city, uh, in my country. | from Korea.

John: Oh! You were born in Seoul, Korea. Is that it? (CONFIRMATION
CHECK, John—as the speaker—is confirming his understand-
ing of Kim's previous comment. Here Kim is the interlocutor for
the moment.)

Kim: Yes. Seoul is capital of my country. Korea my country. | born
Seoul. You understand me? (COMPREHENSION CHECK, where
Kim is the speaker and she is checking John’s understanding.)

You can see that as the conversation goes on,John and Kim negotiate for
meaning by chegkln?_wnh each other, asking questions, and seeking clarifi-
cation. The continuation of their conversation is in the Action box below.

In each blank below, indicate whether the preceding utterance is a confirmation
check, a comprehension check, or a clarification request.

John: Yes, you were born in Seoul, in Korea. And you said you are a Christian?
(Hint: John is making sure he understands what
Kim was saying earlier.)

Kim: Yes. Baptist. Is many Baptist church.

John: Oh, you mean in Seoul? There are many Baptist churches in Seoul?
(Hint: John—as the speaker for a moment—is
making sure he has understood Kim’s meaning.)

Kim: Yeah. And all Korea.

John: All Korea? (Hint: John is asking for more
information from Kim about her immediately preceding statement.)
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Kim: Yeah. Many part, many Baptist church. You know, Pusan? Inchon?
Taejon? Seoul? Many city, many church. You know what | mean?

(Hint: This comment comes from Kim, as the

speaker, to see if John has understood what she meant.)

John: Oh, okay, okay. So there are many cities in Korea, like Pusan and

Taejon and so on, and those cities have many Baptist churches—right?
(Hint: This remark is made by John, as the
speaker, to see if he has correctly understood what Kim said.)

Your textbook and/or syllabus for teaching speaking may be organized
around grammar points, topical themes, or speech acts. Often’different chap-
ters of textbooks use themes (such as “Family Ties” or “Travel ExFerlences”)
to introduce, or “carry,” lessons on grammar points, vocabulary items,
speech acts, and so on. (As a result, these themes are sometimes referred to
as “carrier topics.”) Regardless of the syllabus or textbook structure, it is
important for you as the teacher to encodrage your intermediate learners to
interact in English because interaction seems fo promote language acquisi-
tion. We turnnow to a discussion of three important principles to follow
when teaching speaking to intermediate learners.

3. Principles for teaching speaking to
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intermediate learners

All of the principles in this book are_useful, to varym% degrees, across all
proficiency levels. However, in this section we consider those principles that
are most relevant to teaching speaking to intermediate students. For this rea-
son, the following three principles are discussed:

* Plan speaking tasks that involve negotiation for meaning.
« Design both transactional and interpersonal speaking activities.
» Personalize the speaking activities whenever possible.

1 Plan speaking tasks that involve
negotiation Tor meaning.
|t appears that in the process of negotiatin? for meaning, the Ianﬁuag_e
addressed to learners gets adjusted to their level and becomes comprenensi-

ble to them. Ang as learners work to make themselves understood (either in
speech or in writing), they must attend to accuracy. That is, they must select

Chapter 3

the right vocabulary, apply grammar rules, pronounce words carefullg and
50 on. In doing so, the)( may “notice the gap” (Schmidt and Frota, 1986, pp.
310-315) between what they want to say and what they can say, or between
what they say and what other people Say. By planning speaking tasks that
require leéarnérs to negotiate for meanm(]J, teachers can give students valuable
chances for practice and language development. ) .
. For students at the intermediate level, information gap and Jflgsaw activi-
ties can provide many. oplportumtles for learners to négotiate Tor meaning.
This is especially true’if the pairwork or groupwork is s_upgose_d to lead toa
conclusion or solution. (We will examine an example in Section 6 on page
109, when we consider speaking in the intermediate classroom.)

2. Design both transactional and.
interpersonal speaking activities.

. When we talk with someone outside the classroom, we usually do so for
interpersonal or transactional purposes. What do these terms mean?
Interpersonal speech IS communication for social purposes, including
establishing and maintaining social relationships. Transactional speech
involves communicating to get something done, such as the exchange of
goods and/or services. " _ _

Most spoken interactions “can be placed on a continuum from relatively
predictable to relatively unpredictable” (Nunan, 1991, p. 42). Casual conver-
sations-an example of interpersonal speech-are relatively unpredictable and
can range over many topics, with the partlm?ants ta.kmgI turns and com-
menting freely. In contrast, Nunan says that “transactional encounters of a
falrlg restrictéd kind will usually contdin highly ‘predlctable patterns” (1991,
p. 42), and he gives the example of telephoning for a taxi. In contrast, inter-
actional speech’is more fluid and u_n?redmtable. Our students will need to use
English in both transactional and interactional settings, so it is important that
classroom speaking activities embody hoth purposes.

3. Personalize the_content of speaking activities
whenever possible.

~Some very early language classroom research revealed that personaliza-
tion is important. Personalization IS the process of making activities match
the learners’ own circumstances, _interests, and goals. maggm (1982)
showed that teachers who personalized language lessons were judged to be
effective, by both their supervisors and their students.

Personalizing an exercise can be as simple as using students’ names, aca-
demic majors, Cities, or jobs in speaka activities. Or you can build role-
plays around situations suggested by the fearners. You can also use song lyrics
or r_eadm? passages selected by the students or based on their interests as the
basis of fogic puzzles and picture-hased activities. Personalizing language
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lessons is partly a matter of careful planning and partly of responding cre-
atively to students’ questions and comments during activities. (See Nunan,
2005, for a discussion of personalizing grammar lessons.)

4. Tasks and materials
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_Asiin Chapter 2, this section is meant to illustrate some key task and exer-
cise types for teaching speakln?, but here we will focus on intérmediate learn-
ers. The exercise types we will consider are as follows:

1. Role-plays o

2. Picture-based activities

3. Logic puzzles ) o
4. Information gap and jigsaw activities

Review the table of contents of three ESL/EFL speaking textbooks aimed at
intermediate level learners, and make an inventory of the activities that are
common to them. What are the five most frequently occurring activities for
practicing speaking? Are they based on themes, vocabulary items, speech acts,
or grammatical structures in some way? Choose an activity that appeals to you
and try it out with your own English students, or with a few willing peers if you
aren’t teaching yet.

1. Role-plays

In a lesson on communication strategies | used with my intermediate
EFL learners in Hongz Kong, | wanted to set up a context that would create
a need for my students to use communication strategies. So | 3ave them the
foIIome task forarole-pla)(]abqutashqppmg trip: “Your grandmother sends
You to the corner store with a list of thm?s she needs. But when you qet to
the store, the shopkeeper is not there. Instead, an American woman is tend-
ing the store, and she doesn’t speak Cantonese. Unfortunately, you do not see
some of the things your grandmother sent you to buy. So evén though you
know the Cantonese names of the items your grandmother wants, you must
explain them to the woman in English.”

Chapter 3

Reflection

Think about the English learners you work with (or plan to work with). How
could you modify the activity described above to fit better with their
circumstances and goals? (For instance, my young Hong Kong students
were likely to be sent to the store by their grandmothers, but that may not
be the case if you are working with oil company managers in Kyrgyzstan.)

To set up this activity, follow these steps:

1 Brln% in to class small, household items that 3{_0ur intermedi-
ate students are not likely to know the English names for,
such as fingernail clippers, corkscrews, potato peelers, safety
pmds, staple removers, coasters, emery boards, battery testers,
and so on,

2. You should also bring some “dummy” items that are similar
to but not exactly what the students are supposed to describe.

3. Bring two of each item and divide the items into two match-
ing sets. Hide one set in the teacher’s desk drawer along with
several other ob[||ects. This s the “shop” from which the
“shopkeeper” will try to choose the described object. Then
conceal the items of the second set in individual opaque plas-
tic bags. The individual objects hidden in the bags give the
atude_nbts clear visual representations of the things they must

escribe.

4. Show the item in one plastic bag to a student, This is the
thln? he must buy, but since he doesnt know its name, he
must describe the object to the “shopkeeper” in English.

Make a list of six or eight additional items that could be used in the shopping trip
activity to encourage students to use communication strategies when they don't
know the name of an item or a particular verb to describe a process. Pool your
list with those of your colleagues or classmates. (Items should be familiar objects
that are common enough that students could imagine buying them, but not so
well known that intermediate students will know their names in English. The
objects should also be unbreakable, cheap, and small enough for you to
transport them easily to your classroom.)

The Foi_nt of this exercise is not for students to learn the names of obscure
household items (although they usually like the vocabulary element of the
activity and typically write down the riew words they learn in the process).
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Instead, the purpose is to create a context in which students must Rractlce
using communication strategies. More importantly, the activity lets them do
50 in'a safe atmosphere with a suP_portlve person Who does not speak (or pre-
tends not to speak) the students’ first language, so they cannot resort to using
the name of the object in their native tongue. (We will revisit this role-play
Iat?rt hm tthekc)hapter when we examine how one intermediate learner carried
out this task.

_ Role-plays are the ideal vehicle for practlcm% speech acts with interme-
diate learners. Role-plays allow students to try out appropriate English utter-
ances in potentially difficult situations, before’they must use them in real life.
For example, it is important to be able to apologlze appropriately if we hurt
or offend someone. The social rules for when and how to apologize (and how
often) vary from one culture to another so for learners to simply translate
expressions from their mother tongues into English may not work too well.

_In addition, how we a ologzlze Is partly governed by the formality of the
situation and our familiarity with the person we have hurt or offended. When
you design a role-play forpracticing English apologies, you can set up Sim-
ple role cards-one for the person who apalogizes and oné for the person who
responds. For example, here is some guidance about apologizing for inter-
mediate learners from a widely used textbook:

|  Example 2
Using Language

Apologizing
The following expressions are often used after we make a mistake and feel bad

about a situation. The mistake may be small (step on someone’s foot) or serious
Cross-Cultural Note (D& @ half hour late for a test).

Excugeme”or *Tn Apologizing Responding
ESoyméIimes e say Informal QOops. Excuse me. That’s okay.

‘Excuse me” to ;
apologizefor small, Sorry. That$s all right.
unimportant mistakes. I'm very sorry. No problem.

More often, we say .
“Excuse me " to It was my fault. Don't worry about it.
« getsomeones | apologize. Forget about it

attention . .
m interrupt someone Formal Please forgive me. | forgive you.
m ask someone to

move

Wesay “I'msorry" to
m apologizefor more
serious mistakes
mshow concernfor a
person sfeelings or

difficult situation

Interactions 1: Listening/Speaking (Tanka, Most, and Baker, 2002, p. 104)

Chapter 3

How we apologize and resloond to apologies is shaped by the situation.
In teaching and practlcm? apo ogyes with your students, be sure to vary the
context and the age and status of the é)artlmpants. For instance, have students
apologize after bumping into an elderly lady, a five-year-old boy, a well-
dressed business person, and so on. o
_ Another difficult context for Engllsh learners is using speech acts that may
disappoint, hurt, or offend their inferlocutors. One such Situation is refusing
invitations. Here is a set-up from the same textbook in which the invitation is
provided and the learners must give the response to the invitation.

|  Example 3

m)i 8 Refusing Invitations. With a partner, take turnsinvjtinghand refusing the follow-
ing invitations. To be Pollte, you should try to explain why you can't accept. You
m|gthattisounggest getting together another time. Here are some more ways to refuse an
invitation’

Thanks, but I can't. I have to work.
Thanks for asking, but I have other plans.
1d love to, but I'm busy. Maybe some other time.

1 A: Would you like to go swimming this afternoon?
B:

2. A: Why don’t you have a cup of coffee with us?

3. A: Do you want to go to the ball game tomorrow? | have an extra ticket.
B

4. A: We're going dancing Saturday night. Would you like to come?
B:

Interactions 1: Listening/Speaking (Tanka, Most, and Baker 2002, p. 173)

_ After this kind of practice, students can engage in role-plays in which they
think up their own invitations and refusals. To make the speech act more
challenging, you can remove the non-verbal element of face-to-face commu-
nication and have students make and decline invitations on the telephone.
For example, one student can call another (perhaps at a pre-arranged time),
and invite him to go to a movie. The other student knows he must decline
politely, Later the class can discuss what worked and what was challenging
about the experience.
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The exercise in Example 2 (p. 100) uses interpersonal speech. Think of the
students you teach (or would like to teach). How could you change the four
questions in Example 3 so that they involve personalization?

Transactional speech often occurs between peoRI,e who don’t know one
another personally. So although transactional speech is predictable (in terms
of the vocabulary, grammar, and speech acts involved), it is also risky. In
English speaking lessons, teachers can heIP_ learners prepare for taking fisks.
Classroom role-plays, followed by supportive feedback, can help intermedi-
ate learners prepare for transactional speaking in English.

Sometimes role cards are used to give students guidance about what to
say in a roIe-pIaV. Here is an example of four different roles that could be
used in a role-play for practicing transactional speech. The learners partici-
pate in a role-play about ordering dinner in a restaurant setting:

| Example 4
Waiter: You never know what to recommend.
Customer L You're on a diet.
Customer 2 You're a vegetarian.
Customer 3, You're on a budget.

All three customers can't make up their minds.
Use this menu. After practicing, show the class. Can you guess which customer is which?

RON’S KITCHEN

SOUP PASTA

POTATO LEEK INACUP 195 SPAGHETTI BOLOGNESE ~ 8.95

TUSCAN BEAN SOUP 3.95 COFFEE AND TEA EGGPLANT LASAGNA 7.95

ITALIAN TOMATO 395 COFFEE 125 CHICKEN EETTUCCINE ~ 8.95
; SINGLE ESPRESSO 175

SALAD DOUBLEESPRESSO 325 DESSERTS

RON'S MIXED LEAF 695 ;

ORIENTAL CHICKEN 950 CAPPUCCINO 250 RON'S RUM BABA 395

SHRIMP RONNIE 8.95 SPECIALITY TEAS 1.25 ;'g?'\é'USgGE SUNDAE jgg
i HARL GREY. CHANOMILC) FRUIT SORBET 350

PIZZA HOT CHOCOLATE ~ 2.00 LEMON CHEESEGAKE  4.50

SANTA FE CHICKEN 9.95 :

THREE SAUSAGE 8.50 APPLE PIE 2.50

Conversation Lessons: The Natural Language of Conversations
(An Intermediate Course) (Martinez, 1997, p. 15)

~ Daing a role-play well demands that students use their linguistic, soci-
olinguistic, and discourse competence, and sometimes their strategic compe-
tence. It may help your learners to do role-plays like this if they can first hear

Chapter 3

some recordings of other people do_in? the same task. It can also be helpful
to practice some standard Phrases first. Here is a textbook exercise that has
learners identify whether utterances were said by a store clerk or a customer.

|  Example 5

3 Who said it?

Sqane hhitngs below were said by a customer and the others by a shopkeeper. Decide who
said what,

L Tl be right with you.

2. How are you today?

3. Would you like to try that on?

4, Do you have it in a larger size?

5. Thanks for waiting.

6. What time do you close?

7. We're out of that size.

8. it's on sale.

9. Lcan order it for you if you like.
10. Will that be cash or credit card?
11. Doyou carry men’s shoes?

12. What's your return policy?

13 Would you like a receipt?

14. Will that be all for you today?

15. I'd appreciate that.

Now work out a new dialogue using all the phrases in this unit.

REREREEN

Conversation Lessons: The Natural Language of Conversations
(An Intermediate Course) (Martinez, 1997, p. 115)

You can also personalize this king of textbook task bY bringing photocopies
of an actual menu from a restaurant in your city, which the students would like
to visit in the future, |(Ifthe menu is Prlnted_m a language other than English
you will need to translate the items into English.) Ifyou are working with adult
or secondary school students, in some cultures you might actually be able to go
to the restaurant for a class party.

Ask two different pairs of native speakers or proficient English users to carry out
these role-plays. Record the role-plays and listen to the interactions. Did the
speakers use the language you predicted? Did they use other language? How
would you modify your procedures in light of this information?

Carrying out transactional speech on the telephone can be very chal-
!enlgmg or Intermediate learners. Telephone communication lacks the phys-
ical context and support of nonverbal behavior that learners can rely on’in
face-to-face interactions. Example 6 is a role-play set-up based on fransac-
tional speech on the telephone.
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| Example 6

Situation 1: Dentist’s office
Roles: patient and receptionist

Patient’s Instructions

1. Call the dentist’s office to change your appointment. Tell the
receptionist:
a. the time of your old appointment
b. the reason for the change

2. Arrange a new appointment time with the receptionist.

Receptionist’s Instructions

1. A patient will call you to make an appointment. Answer the phone
politely then listen to the patient’s problem.

2. Arrange a new appointment time with the patient.

Adapted from Tanka, Most, & Baker, 2002, p. 126

2. Picture-based activities: Collaborative story telling

Intermediate learners have many strengths in terms of the grammar and
vocabulary they already know. You can design activities in" which their
receptive vocabulary Cdll DECOME productive vocabulary tthUg
discussion and use. One of my favorite picture-based activities gives students
Ispeakmg opportunities at the"same time it helps activate expressive vocabu-
ary,

yThIS IS a story construction activity. It can be done mdwujually or in pairs
or grou?s. | like working with small groups to do this task, since the students
can scaffold one another’s learning and build on each other’s ideas. For this
activity you need a collection of mounted or laminated photographs from
magazines or calendars. The use of high-interest photographs draws on a
ptr)mmple introduced in Chapter 2: Provide something for people to talk
about.

Good choices of photos for prompting collaborative story telling include
the following:

1. A leading lady (someone intriguing looking) _
2. A leading man (again, an infriguing or interesting looking

erson . _ _
3. gomeone sinister or mysterious (elther a Man or a woman

will do
4. Somet%ing valuable (jewels, a crown, a bar of gold, a bag of
money)

Chapter 3

5. A dangerous looking ?Iace (a cliff edge, a mountain top, the
top of a tall building, the edge of a volcano, sand dunes in a
desert sceng) _

6. Some form of transportation (a plane, a speedhoat, a canoe,
a sports car)

_Six photographs provide enough material for a group of three students to
build a story with a sentence or two about each picture. Students work
together in small groups to determine the sequence and the plot of the story
suggested by the pictures. Then, when they are ready, each group recites ifs
story, holding.up the individual pictures & the story proceeds. I have used
this activity with many different sets of similar pictures, and the groups have
come up with surB_rlsmeg creative and diverse stories. _

If you have a big class or a more advanced gr_oup, additional pictures can
be used to make the stories more complex. For instance, you can add a pic-
ture of some kind of beverage (a canteen of water, a bottlé of whiskey, fresh-
squeezed orange juice, a Sports drink, two glasses of champagné), or a
threatening animal (a coiled snake, a crouching lion, a snarling dog, a charg-
ing bull), or a danqerous object (2 dagger, a musket, poison; a hangman’s
noose, & lighted match). o

The group’s pictures don’t need to be identical, but they should be par-
allel in content and each group should have the same number of pictures.
After every group has told its stor gholdmg up the approgrlate Flctures as
illustrations while the story unfoldsy, he class can vote on the best story.

Turn through the pages of several magazines to find several large, colorful
photographs that would interest your students or future students. (You can also
locate downloadable photographs on the Internet.) Write the instructions to the
learners for a collaborative story telling activity using the pictures you find.

3. Logic puzzles as the basis for speaking activities

_Here is another logic puzzle (adapted from Dell Logic Puzzles, 2000). You
will notice that this one has fewer clues than the puzzle in Chapter 2, and that
the clues are longer and more complex linguistically. (They involve past
tense, comparatives and superlatives, and more unusual vocabulary.) Once
again, the P_uzzle_ can be used as it is for groupwark, or it can be turned into
ajigsaw activity in which two students are given different but complementary
sets of information, which they must thenshare in English in order to solve
grtledgthSzle. Here’s the situation, set up as a worksheet to be given to the

udents:
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| Example 7

Logic Puzzle Worksheet Name:

Five students eat lunch at the school cafeteria. One after another, the
five students each ordered a different meal. From the following clues, try
to determine the order in which the children came into the cafeteria,
what each one ate, and how old each child is.

Clue #1:

Clue #2:

Clue #3:

Clue #4:

Clue #5:

Clue #6:

Clue #7:
Clue #8:

The twelve-year-old ate before the student who ordered the
sushi but after Cathy.

The friend who ate pasta is a year older than the first child but
younger than Reggie.

The last student is a year younger than the one who ate a
hamburger but older than Juan.

The student who ate the shish-kabob was one of the last two
to buy lunch. This person is younger than Kumi but older than
the third student.

The eight-year-old ordered immediately before the one who
had pasta and immediately after Reggie.

The children are aged from eight to twelve and no two
students are the same age.

One person ordered tacos for lunch.

One person was named Malaika.

Directions: Use this chart to record the facts you know from the clues.
Put an “X” where the facts do NOT match. Put an “O” where the facts DO
match. A blank cell means you still have to figure out about that clue.

Chapter 3

1¢
2
3rd
4th
5t
Hb
Sh
Ta
Su
Pa

10
1
12

C

Here is the key to the labels in the chart. The single initials stand for the
children’s names (Cathy, Juan, Kumi, Malaika, and Reggie). The cardinal
numbers represent their ages (8, 9, 10, 11, and 12). The two letters
together represent the various foods (hamburger, shish-kabob, tacos,
sushi, and pasta). The ordinal numbers (14, 2rd 3id 4th 5t) represent the
sequence in which they bought their lunches.

JoK M R 8 9 10 11 12 Ho Sh Ta Su Pa

Reflection

How would intermediate students react to this puzzle? How long do you
think it would take them to solve it? What vocabulary, if any, would you
want to pre-teach?

~Students can use the clues and the chart on the worksheet to eliminate
impossible connections (with an X in the cell). They can add an O in the cell
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where they have found a sure match. A blank cell means a conclusion about
thls?o_ssmle_ combination has not yet been reached.

his activity can go on for some time. At some point you should have the
students switch'their groups, or compare their logic across groups, in order to
pool their information and coach one another.”You can also have a whole
class check-in after about fifteen minutes, to see if the entire gbroup agrees on
the statements they know to be true. (This step can easily be doné if you
make a photocopied overhead transparency of the grid above and mark on
it with washable ink Pe,ns.) My advice for KOU IS not to have your students
attempt a puzzle like this until you yourself have done it. BePrepared to give
guidance and hints, and also to let the students take the puzzle home to work
on it. Plan some time to revisit the puzzle in the next class if you do, so the
students can come to closure. (The solution is printed on page 118 at the end

of this chapter.)

Try working this puzzle with a friend and tape record your interaction. What kinds
of language (vocabulary, grammatical structures, speech acts) do you use as
you try to do the puzzle? How long does it take you to solve it?

Now, using the example in Chapter 2 (page 56) as a model, divide the clues
above to create a jigsaw activity for pairs of students.

Reflection

108

Fotos (1995, pp. 181'182) argues that the most communication is
produced among students if speaking tasks have four components: (1)
they contain an information gap, (2) students are given time to plan what
they are going to say, (3) the tasks require a solution, and (4) all students
must reach agreement on the solution. Which of these four components
listed above are present in the logic puzzle about the children having

lunch in the cafeteria?

This Reflection box and Fotos’s point about four key components reveal
why logic puzzles and similar activities are such powerful communication
tasks. The participants must use the available information to sort out the solu-
tion. Doing so in English provides ample opportunity for intermediate stu-
dents to negotiate for meaning.

Chapter 3

Reflection

Predict the sorts of language that your students will need to solve the
information gap task you designed based on this logic puzzle. That is,
what sorts of grammatical structures, vocabulary items, and speech acts
do you think students will need to use in order to collaborate and solve the
puzzle? What concepts and vocabulary might you want to pre-teach
before having your class of intermediate learners try this task?

This puzzle framework can be adapted and personalized for use with
many difterent kinds of students. For instance, a puzzle about eight to twelve-
ear-old children eating lunch in a cafeteria may not he aﬁprolprlate for the
apanese businessmen you teach in Tokyo. You can use the clues above to
ﬁhenerate an appropriate puzzle by chan?mg the food ordering Sequence to
e order in which the men boarded the train at Tokyo Station changmq the
names (to Mr. Seiko, Mr. Komatsu, Mr. Igawa, Mr. Kato, and Mr. Akamalsu),
and changing the types of foods to P_rofessmns (accountant, banker, market-
ing manager, chief salesman, advertising executive). Or if you are teachl_ngi
secondary school students in _Latin America, you can use students’ firs
names, list the sequence in which they enter the’ classroom, give their birth-
dates, and identify their favorite sports. The basic puzzle framework can be
manipulated in many different ways to create several challenging commu-
nicative activities for"speaking Engfish.

Using the logic puzzle above as the basic framework, change the contents to
create a puzzle that is age-appropriate for your students, or your future students,
and that represents their interests.

Try to solve the new version of the puzzle with a friend before you have your
students attempt it. Time yourselves so you’ll have an idea of how long the task
will take during the lesson.

Teachers often have to decide, when using a communication activity,
whether to pre-teach vocabulary and structures or wait and see what the stu-
dents can manage on their own. With intermediate learners, it's sometimes
best to let them attempt a task and see what they already know. That way you
can respond to their questions as needed, instead of covering material they've
alread%_learned. Responding is more efficient and mo_tlvatmg, while teaching
something the students already know is time-consuming and demotivating.
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5. Teaching pronunciation

At the intermediate level, English learners are able to accomplish many

goals by slpeaking. They are also typically becoming more sensitive to the

input available to_them than they were aS lower-level students. As a result,
they notice variations in the spoken language that thex_hear. They may also
be Willing to take risks to try to sound more natural while speaking English.
Your“intermediate studénts may want to learn about pronunciation dif-
ferences across varieties of spoken English. Although you may be more famil-
lar with one variety than another, %lou can use audio or video recordings,
%uest speakers, information from the Internet, and_published materials to
elp your learners become_aware of pronunciation differences. For example
here 15 an excerpt from an intermediate textbook, which contrasts British and

American English pronunciation:

Example 8

Pronunciation

The American /t/

In some words, speakers of American English pronounce Itl between two vowels
as a quick Idl sound. You can hear this sound frequently when we say “it” after

Itl:
Getit.  Takeitoff.  Fill itin.  Putitout right away.
This pronunciation change does not happen in British English.

Contrast: ~ American English: “better” Ibeder!
British English: “better” Ibeter|

Interactions 1: Listening/Speaking (Tanka, Most, and Baker, 2002,
pp. 183-184)

6. Speaking in the intermediate classroom
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In this section, we look at an extended example of language produced in
a role-play in an intermediate level classroom. The exchange involves the
transactional sBeech needed to do the shopping trip role-play task described
on pages. 98-99. You will see that although the student involved has some
gaps in his Engllsh vocabulary, and his grammar isn't perfect, he is still able
to say a great deal and get his point across.

Chapter 3

Reflection

. Inasense, this role-play involves a “reverse information gap.” In a reqular
information gap activity, ane person has information that another lacks, and
he or she must use Engllsh to convey that information. This kind of activity
adds a new twist to the usual information gap task, because the “gap” here isa
linguistic one. In this activity, the speaker (a language Iearner§1 must “ouy”
something from another person, and although he knows what he must buy, he
doesn’t know the name of that object in nPhsh. So in order to convey the
information about his needs to the “seller” of the object, the learner must use
communication strategies to get his point across.

Think about the shopping activity for practicing communication strategies.
What kinds of communication strategies would you use if you were trying
to buy something in another country and you didn’'t know the name of the
item in that country’s language?

Here is a roIe-pIa?/ conversation that occurred between one of m¥ Hong
Kong students (S for student) and me (T for teacher), when the student tound a
monolingual English speaker instead of the familiar Cantonese-speaking clerk
at a neighborhood store. The student was tr¥|ng to “huy” round cork coasters
without knowing the word for coaster. All of my “props” were hidden on the
shelf of a podium, so they were available to me; but not visible to the class.

| Extract 2

S; Uh, hello. Where is Mr. Lim?
T: Mr. Lim isn’t here today. May | help you? (smiling expectantly)

S: Uh, I must buy something—uh—(laughs). My grandmother said to
buy something.

Ss: (Laughter from his classmates as he glances around the room)
T: What do you need to buy? (said with an encouraging tone)

S: Uh, I dunno know how to say this thing. | don't know the name.
T: Okay, what is it for?

S: Uh, okay, okay, it is for drinking.

T

1 Oh, how about this? (pulls out a canned soft drink from behind the
barrier)

S: Oh, no! (surprised tone)
Ss: (More laughter from his classmates)

S; Its for having a drink—it’s not the thing to drink.

Speaking for intermediate level learners 111



112

T: Oh, okay! Here you go! (pulls out a plastic drinking glass from the
podium shelf)

Ss: (More laughter from the class)

S. Oh, no! Its not this. Is, uh, how you say (turns to the class, asks them
a question in Cantonese; they laugh and the teacher smiles and
waits)—oh! It Is going under the drink. We put it under the drink so no
water on the table (gesturing by sliding one hand under the other).

=

Oh, I understand! (looks hopeful and pulls out a paper napkin)

L4

Oh, no! (His classmates laugh uproariously)

-

This goes under the drink to keep the table from getting wet. Isn’t
this right? (looking hopeful)

S. (Laughing and shaking his head) No, not this thing.

T: Oh! (sounds disappointed and looks crestfallen)

S; (Turns and speaks to his classmates in Cantonese)

Ss; Cork, cork!

S: ltis cork. This thing is cork.

T: Oh, cork! Okay, here it is! (looking pleased, pulls out a single cork
which has been removed from a bottle)

Ss; (More loud laughter and some coaching in English and Cantonese)

At the beginning of this chapter on pages 96-98, we considered three
principles for teaching speaking to intermediate learners. These involved
(1) negotiation for meaning, (2) transactional and interpersonal speech,
and (3) personalization of language exercises. Is each of these principles
illustrated in Extract 2 above? If so, how? Underline or highlight examples
of these principles in Extract 2.

As the role-play activity continues the student uses more communication
strategies to ?et his point across. | was pleased at his effort, since this was the
point of the lesson. Here is how the interaction ended:

| Extract 3

S: Oh, okay, no (laughing). Its not this thing. It's, uhm, okay—it’s, uhm,
for under the drink so no water on the table. But is flat. Not paper. Is
cork. Is flat cork for under, eh, the drink. Is like this (making a round
shape about three inches in diameter with the thumb and forefingers
of both hands).

Chapter 3

T: Oh! | understand! You want to buy coasters! (pulling out a round cork
coaster from the bag of hidden items)

S; (Obviously relieved and pleased) Yes! Yes! This is the thing! (His
classmates laugh and applaud his effort.) What is the name?

: What is it called? Coaster. We call these coasters.
: How to spell it please?
: How is it spelled? C-O-A-S-T-E-R-S.

. Can you write it please? (gesturing to the whiteboard)

4 n 4 0 o

: (Gives him the whiteboard marker) I'll spell it and you write it for the
class, okay? C-O-A-S-T-E-R-S.

S: Oh, okay, okay. Coasters. (He prints the word on the whiteboard as

the teacher spells it aloud.) Coasters (holding up the coaster tri-

umphantly to show his classmates). This is a coaster! (announced
dramatically)

Ss; Coasters, coasters! (Prolonged applause as the student resumes
his seat)

Reflection

In Extracts 1 and 2, the teacher is trying to get the student to use
communication strategies. Do you think that the shopping task is effective
for this purpose? Why or why not?

Underline or highlight all the communication strategies used by the student in
Extracts 1 and 2. Compare your ideas to those of a classmate or colleague.

7. Assessing intermediate learners

. Assessing intermediate students’ speaking skills is very important. By def-
Inition, intermediate students have aIread_?/ accomplished'a great deal in"their
learning of English, but likewise, they still have more to learn. Therefore, it
IS vital that any assessment procedures we ma?/ use are reliable and valid, and
%hat thiy provide us teachers, as well as our students, with useful information
or making decisions. o _ _ _ _
As_sessmF the pronunciation of intermediate students is also impor-
tant. At this level, learners can typically make most of their needs understood
and will be able to engage in a wide range of communicative activities, using
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English with both native and non-native Speakers to express their ideas, get
their needs met, and convey emotions. It is important to help them improve
their pronunciation to the Pomtwhere they can be easily understood by most
of the people with whom they will speak English. , o
_Once when a friend of mine was teaching English at the university
level in England, she was surprised when a group of her Chinese engineer-
ing students (all males) asked her where they could go in England to buy “cot-
ton petticoats.” After some negotiation, she realized that what theY were
really hoping to find was “cotton padded coats.” This example illustrates that
ever ve_rly small ?ronunmatm_n eITors can Create miscommunications.
_ he “Prator Passage” is a diagnostic test, which was desw;ned to iden-
tify areas for improvement in university students’ production of the English
segmental and suprasegmental phonemes. The Prator Passage (Prator and
Robinett, 1985, pp. 236-237) is reproduced below:

THE PRATOR DIAGNOSTIC PASSAGE

(1) When a student from another country comes to study in the United
States, he has to find the answers to many questions, and he has many
problems to think about. (2) Where should he live? (3) Would it be better
if he looked for a private room off campus or if he stayed in a dormitory?
(4) Should he spend all of his time just studying? (5) Shouldn’t he try to
take advantage of the many social and cultural activities which are
offered? (s) At first it is not easy for him to be casual in dress, informal in
manner, and confident in speech. (7) Little by little he learns what kind of
clothing is usually worn here to be casually dressed for classes. (s) He
also learns to choose the language and customs, which are appropriate
for informal situations. (9) Finally he begins to feel sure of himself. (10) But
let me tell you, my friend, this long-awaited feeling doesn’t develop
suddenly—does it? (11) All of this takes will power.

The Prator Passage contains the segmental phonemes of North American
English. Check the text against the vowel and consonant charts on pages 65
and 68, to make sure it contains at least two instances of every vowel and
consonant sound.

The Prator PassagEe was also desi%ned_ to elicit some important supraseg-
mental phonemes of English }p. 133. or instance, the various question types

included in the paragraph call for different intonation contours.

Chapter 3

Consider sentences 2, 3, 4, 5, 6, and 10 from the Prator Passage. What
intonation pattern is each one intended to assess? Read each line aloud and
listen to your own voice.

Now ask a colleague or classmate who is a proficient non-native speaker or a
native speaker of English to read the entire Prator Passage aloud for you. Did
your friend use the intonation contours you expected in reading these particular
sentences?

The Prator Passage was written many years a?o and its content is related
to non-native speakers studying at universities in the United States, so it may
not be appropriate for learners in other countries or of other age groups, or
for those who are studyin EnPhsh for non-academic [ourposes %such as busi-
ness English or survival English for immigrant adults). You may want to
revise this text somewhat or write a similar diagnostic passage that is more
surtable tor your learners.

Write an original reading passage of your own which incorporates all the
segmental phonemes and the major suprasegmental phonemes of English. The
content and difficulty level should be appropriate for the learners you work with
(or expect to work with in the future). Have a classmate or colleague read the
text aloud for you to see if it produces the expected phonemes. With your friend,
check your text against the vowel and consonant charts in Chapter 1, to make
sure it contains at least one instance of every vowel and consonant sound in
English.

8. Conclusion

_ In this chapter, we have considered the teachmg of speaking to interme-
diate students. After the introduction we covered syllabus emgn ISSues,
including the contrast between input-based and interaction-based lessons.
Then inSection 3, we considered some principles to keep in mind when we
are teaching speaking and pronunciaton to intermediate learners. In Section
4, we looked at some sample materials and saw several task and exercise
%ypes for mtroducm(};l and practicing speaklnP with intermediate learners.

hese included negotiation for meaning, deve ogmg transactional and inter-
actional speech, and personalization. In" Section 5, we focused specifically on
pronunciation. Section 6 included a transcript of an extended lesson segment
In which the_teacher focused on developing an intermediate student’s inter-
active speaking skills and his use of communication strategies. In the final
section, we considered the assessment of speaking by intermediate students.
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Further readings

Celce-Murcia, M. and E Olshtain. (2000). Discourse and Context in _I_anguage
Teaching: A Guidefor Language Teachers. Cambridge: Cambridge University Press.

This book presumes some background knowledge on the part of the reader, but it

has sections on phonology and speaking that will be helpful to language teachers

Skillman P. and C. McMahill. d(1996). Springboard to Success; Communication
Strategiesfor the Classroom and Beyond. Upper Saddle River, NJ: Prentice Hall
Regents.

This textbook includes a whole unit for students on planning and performing

a role-play.

Helpful Web sites

Online Pronunciation, Language Study Dictionary (www.fonetiks.org)

This is a helpful Web site that was designed for English learners, so they could hear
and learn about the sounds of different varieties of English. The Web site provides
examples of British, Australian, Welsh, Irish, Canadian, Scottish, and American

English pronunciation.

Pronunciation Web Resources
(Www.sunburstmedia.com/PronWeb.html)
This commercial Web site is especially helpful for teachers who want to learn more

about teaching pronunciation.
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Answer Key (p 94)
In each blank below, indicate whether the preceding utterance is a confirmation

check, a comprehension check, or a clarification request.

John: Yes, you were born in Seoul, in Korea. And you said you are a Christian?
confirmation check (Hint: John is making sure he understands what
Kims was saying earlier.)

Kim: Yes. Baptist. Is many Baptist church.

John: Oh, you mean in Seoul? There are many Baptist churches in Seoul?
confirmation check (Hint: John—as the speaker for a moment—is
making sure he has understood Kim’s meaning.)
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Kim: Yeah. And all Korea.

John: All Korea? confirmation check (Hint: John is asking for more
information from Kim about her immediately preceding statement.)

Kim: Yeah. Many part, many Baptist church. You know, Pusan? Inchon?
Taejon? Seoul? Many city, many church. You know what | mean?
comprehension check (Hint: This comment comes from Kim, as the
speaker, to see if John has understood what she meant.)

John: Oh, okay, okay. So there are many cities in Korea, like Pusan and
Taejon and so on, and those cities have many Baptist churches—right?
confirmation check (Hint: This remark is made by John, as the speaker,
to see if he has correctly understood what Kim said.)

Answer Key to Logic Puzzle (pp 104-105)

1
2nd
3d
4th
5th
Hb
Sh
Ta
Su
Pa

10
11
12
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o

< X X X

><><o><><><><><><o

J K M R 8 9 10 11 12 Hb Sh Ta Su Pa
X X X X X X 0 X X 0 X X X X
X X X 0 X X X X 0 X X 0 X X
0 X X X 0 X X X X X X X 0 X
X 0 X X X X X 0 X X X X X 0
X X 0 X X 0 X X X X 0 X X X
X X X X X X X X X

X X 0 X X 0 X X X

X X X 0 X X X X 0

0 X X X 0 X X X X

X 0 X X X X X 0 X

0 X X X

X X 0 X

X X X X

X 0 X X

X X X 0
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Chapter Four

dvanced
avel learners

At the end of this chapter, you should be able to:

describe several speaking issues that typically concern
advanced learners.

explain the following key principles for supporting the teaching of
speaking to advanced learners: combining fluency and accuracy,
encouraging reasonable risks, and noticing the gap.

create materials and activities based on the following task and
activity types: conversations, information gaps and jigsaw activities,

picture-based activities, extemporaneous speaking, role-plays, and
simulations.

examine pieces of classroom interaction and identify the
principles underpinning the instructional sequences.

discuss primary trait scoring as a means of assessing speaking
in role-plays.



1.

Introduction

Wor,km(% with advanced learners can be challenging, especially, perhaps,
for novice teachers. At this level students have so many strengths and so
many difficult questions! Nevertheless, there is much_ that English teachers
can do to help advanced_learners improve their speaking skills.

In this_ chapter, we will explore aspects of teaching speaking to advanced
students, including professionals who must speak English well for their
careers. The chapter follows a pattern similar to the previous two, by looking
brlefl¥ at syllabus design issues (Section 2) and underlying principles (Section
3), before Considering specific activities and exercise types in Section 4. Then
we will concentrate on teaching pronunciation (Section 5), before we move
on to samples of classroom interaction (Section 6). Finally, Section 7 presents
assessment Issues. _ _ _ _

What can advanced learners do in speaking English? According to the
ACTFL quidelines, advanced level language learners are able to:

» satisfy the requirements of everyday situations and routine
school and work requirements.

« handle with confidence but not with facility complicated tasks
and social situations, such as elaborating, complaining, and
apologizing.

« narrate and describe with some details, linking sentences
together smoothly.

e communicate facts and talk casually about topics of current
public and personal interest, using general vocabulary.

« be understood without difficulty by native interlocutors.

It should be noted that in the ACTFL system, there are actually four
major levels of assessment: novice, intermediate, advanced, and superior.
These categories underscore the point that even advanced level speakers can
still have room for improvement.

Reflection
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Think about a non-native speaker you know whom you consider to be an
advanced learner of English. What are the characteristics of that person’s
speech that make you think of him or her as “advanced”?

Chapter 4

Talk to three advanced learners of English. According to these learners, what
are their main goals for studying English? Focus specifically on spoken English.
What are their current strengths? What areas do they most want to improve
upon next? Now think about your own assessment of these people’s speaking
skills? What do you think are their current strengths in speaking English? What
areas should they work to improve first? Fill out the chart below:

Which person His/Her ideas Your ideas

Learner #1

Learner #2

Learner #3

Where your ideas differ from those of the individual learners, what accounts for
the differences?

2. Syllabus design issues

As noted in earlier chapters, sometimes a syllabus is more or less set by
the contents of the required textbook. At other'times, a syllabus is de_su[;ned
by the program staff members, who then select or develop materials to
achieve the goals of that syllabus. In some cases, the learners’ own views are
considered in_developing or modifying a syllabus, often through needs
assessment. TNIS S 4 SyStematic process for determining the learners’ needs
and goals. It can include questionnaires with open-ended guestions and/or
items for rating or ranking. Sometimes the Frocedure involves interviewing
students or their employers (or future employers). No matter how a needs
assessment is done, the process can produce valuable information for shap-
ing Your syllabus. _

tcould be argued that needs assessments are even more important at the
advanced levels than they are for beginning or intermediate students. It is
especially important that very proficient students (who are already capable of
getting their needs met and communicating their ideas effectively) should be
involved in determmmg what Kkinds of instruction is. most appropriate for
them, because advanced level learners have had considerable experience of
learning and usm%the language. When you are working with advanced learn-
ers, it is important to take théir goals and concerns info consideration. They
often have specific goals for improving their English, and you can sustain that
motivation by helping them meet thoSe goals.
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Here is a simple needs assessment plan that can help gou and your
learners decide what to focus on in planning a syllabus (Peter Shaw, personal
communication; Beck, 1983). First list the speaking skills you think the learn-
ers will need to develop, or brainstorm such a list with your students. If you
create the list yourself, be sure to leave some blank rows where the students
can add other 1ssues that arise during your class discussion.

. Figure Lisbased on students Ie,armn? English for academic purposes. The
instructions to the students are to indicate the importance, difficulty, and fre-
quency of each skill by writing “high,” “medium,” or “low” in the Cells to the
rl%h,t. As an alternative, you could use a point scale of one (low importance,
di f|cult¥, or frequency) 1o five (high importance, difficulty, or frequency) if
you wished to averagé the students™ ratings. Figure 1hbelow gives an example
of an individual learner’s needs assessment,

~Speaking Skill or Task Importance Difficulty Frequency
1. Asking questions in class uiry
2. Doing group projects in English Uigu
3. Giving panel presentations Uink low
4. Talking on the telephone U1sU uiru
5. Conversing with classmates low Uiz U
6. Giving extemporaneous speeches uirU low
7. Other: MeeHvv” pvofessov tW
office Uouvs UisU low
8. Other:
\9 . Other: )
Figure 1 Sample needs assessment form for learners in an advanced
speaking course

When individual students have completed the needs assessment chart,
you can have them work in small rou&s to compare their analyses of the
speaking skills. Then a delegate of each group can present the” members
opinions to the entire class.,

As an alternative, if you have groups of three people, one person can
move one %_roup to the right, and another can move one group to the left
while the third person_stays in place. In this way, the groups are totally re-
formed with new participants, who then share the needs assessment ideas
from their former group with their new partners.
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Finally, you can collect each person’s needs assessment chart and compile

the results from the whole class. In this

input about prioritizing the speaking
below provides an example of suc

students.

r Speaking Skill or Task

1. Asking questions in class

~g.

. Doing group projects in English

. Giving panel presentations

. Talking on the telephone

. Conversing with classmates

. Giving extemporaneous speeches

. Other: Meeting a professor in

office hours

. Other: Having a job interview in

English
Other:

Importance
high (28)
medium (2)
low (0)

high (20)
medium (10)
low (0)

high (s)
medium (22)
low (2)

high (24)
medium (s)
low (o)

high (10)
medium (15)
low (5)

high (24)
medium (s)
low (o)

high (1)

high (3)

2y
a compi

Difficulty
high (10)
medium (18)
low (2)
high (10)
medium (13)
low (7)
high (14)
medium (16)
low (0)
high (20)
medium (s)
low (4)
high (2)
medium (4)
low (24)
high (28)
medium (2)
low (0)

medium (1)

high (3)

you can solicit your students
s th_ely wish to develop. Figure 2
ation from a class of thirty

Frequency "N

high (13)
medium (4)
low (3)

high (17)
medium (10)
low (3)

high (6)
medium (s)
low (18)

high (28)
medium (2)
low (o)

high (27)
medium (3)
low (o)

high (20)
medium (10)
low (0)

low (1)

low (3)

Figure 2 Compilation of the needs assessment forms for 30 students in an

advanced speaking course
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Reflection

Look at the ratings given by 30 students in Figure 2. Given this information,
what speaking skills or tasks would you want to emphasize in this course?
Which speaking skills or tasks would not get as much emphasis in this course?

3. Principles for teaching speaking to advanced
learners

In. Chapters 2 and 3 we considered important principles. for teaching

S eakln% to beginning students, false beginners, and intermediate students.

hose ideas are also important with more proficient learners. Now, in this

section, we will examine three additional key principles for teaching speak-
ing to advanced learners:

» Help learners to combine fluency and accuracy.

» Encourage learners to take reasonable risks in speaking
English.

» Provide opportunities for learners to notice the gap.

These principles are helpful for teaching learners at all levels, but in my
experience advanced students can make great gains in these areas.

L Help learners to combine fluency and accuracy.

In previous chapters we have talked about activities for helpln? learners
develop fluency and accuracy, but not about how to work on these two
goals at the same time. At the advanced levels it is important that the learn-
ers are able to speak English spontaneously at a normal conversational rate,
but also that they maintain their accuracy as th% do so. _

~ What do we'mean by fluency and_accuracy? These terms were introduced
in Chapter 1 but let’s revisit and refine our definitions. In this book, I have
adopted the position taken by Hammerly:

Although the word ‘fluency’ has long been used in everyday speech to
mean speaking rapidly and well, in our field it has largely come to mean
speaking rapidly and smoothly but not necessarily grammatically.
(1991, p. 12)

_In contrast, accuracy involves control over “the linguistic code” (ibid.)—
using the rules of the language. Being a truly proficient speaker of a language
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involves speaking creatively and sRontaneoust,_whiIe being both fluent and
accurate, In Section 4 of this chapter, we Will consider some activities
designed to promote fluency and accuracy.

2. Encourage learners to take reasonable risks in English.

. Sometimes advanced learners get comfortable with their level of profi-
ciency and seem to stop tr>(|ng to improve their English. After all, they have a
functional range of vocahulary and can %enerally make themselves understood
and get their needs met, They have mastered many English grammar Patter_ns.
They have E)robably also déveloped a number of communication strategies,
which help them to car&y on conversations in spite of inevitable gaps in their
vocabulary and knowledge of grammar rules. N ,

There are several ways to stretch learners’ proficiency at these higher
levels by encouraging them to try new things and take réasonable risks in
Ej)eaklng English. For example, in my work with university students in the

.., needs analyses have often shown that such learnerS are hesitant to
ask their professors questions during lectures and seminar discussions.
Perhaps these students are self-conscious about speaking in front of their
native speaker classmates and other proficient non-native speakers. Maybe
they come from academic cultures where it is not considered polité to
question professors. Getting these learners to ask questions in class and Pro-
viding them with strategies for doing so involves encouraging them to take
reasonable risks, _ .

Of course, there are other kinds of reasonable risks that advanced learn-
ers can be encouraged to take. Talking with a stranger in English, attending
a Party where English is spoken pa_rhmpatmgI in ajob interview, or giving a
talk to a civic organization in English can all be growth expertences. Your
role as a teacher may simply be to help the students prepare and rehearse in
order to gain fluency and confidence.

Think of three things you could do as an ESL/EFL teacher to help
university students who are not native speakers of English to ask
questions during English-medium classes with instructors other than you.
Write down your ideas and share them with a colleague or classmate.
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3. Provide opportunities for learners to notice the gap.

What does it mean to say that learners should be 3qlven opportunities to
“notice the gap” (Schmidt and Frota, 1986, pp. 310-315)7 This phrase
describes an exi)erlence that people have when they are interacting in a sec-
ond or foreign language. It refers to the |earner relizing that the way he is
saying something in the target language differs from the way native of profi-
ciént Speakers say it. This awareness can be about individual' words, grammar
rules, 1dioms, appropriate phrases, pronunciation-any component of the
language she is learning. Some researchers (e.g., Schmidt and Frota, 1986)
believe that this awareness must occur before a learner can make the neces-
sary adjustments in her developing competence. o

The idea of noticing the gap isnot the same as monitoring one’s own out-
put iKrashen, 1985). The concept of monitoring refers to learners checking
wha thedv say or write, based on rules they've already learned. Monitoring
may lead learners to notice the gap, but this experierice can happen in the
absence of known rules. Noticing the gap can involve the learner’s realization
that he doesntknow the word or the Structure he is trying to SQY' ,

In fact, the phrase “notice the gap” has also been used with the idea of
learners realizing that there is a difference between what they want to say and
what they can say. This process involves the development’of linguistic self-
awareness on the learner’s part. There are many things that we as teachers
can do to help learners become more self-aware. Some of these ideas will be
dlscusts_edt_m ection 4, when we consider some tasks and materials for speak-
ing activities.

Think of a time when you were speaking a language other than your own
and you noticed you couldn’t say what you wanted to, or that the way you
were saying it was different from what more proficient or native speakers
were saying. What did you notice? What made you notice the gap?

Sometimes such awareness occurs when we are trying to be both
accurate and fluent, or when we are taking risks in the target language.
Was that the case when you noticed a gap in your speaking? Describe
your experience to a classmate or colleague.
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If possible, talk to two advanced learners of English. Ask them each to tell you
about some times when they (1) knowingly tried to combine fluency and
accuracy (when they were speaking spontaneously), (2) took a reasonable risk
in speaking English, and (3) noticed a gap in their English speaking. What, if
any, are the common themes in their experiences?

4. Tasks and materials

_The purpose of this section is to describe and illustrate some task and
activity tyRes that can be used with advanced learners. These activities also
illustrate the key principles described above. The following task and exercise
types are discussed in this section:

1 Conversations and other interactions
2. Information gap and jigsaw activities
3. Picture-based activities

4, ExtemPoraneous,speakmg

5. Role-plays and simulations

1 Conversations and other interactions

Conversations are one of the most basic forms of human interaction. On
ordinary days, most people participate in many different conversations. The
processes involved are so mundane and so commonplace that we normally
don’t notice them until something goes wrong, as it often does if we are
speaking a language other than our native language. Even advanced level
learners can experience difficulties in carrying on a conversation. In addition
talking with others is an impartant way to continue the language acquisition
process. For these reasons, It is important that teachers help advanced learn-
ers continue to develop their conversational skills. _

Sometimes so-called ‘conversation classes’ involve the teacher simply
talking with the learners, without any plan for teaching students about how to
converse in English. However, we can actually focus on the rules of conver-
sation as well. Example 1 is some advice from a popular textbook for
advanced learners:
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| Example 1

Starting a Conversation

There are several ways to start a conversation with someone you know. One way is to ask a question
about what the person has been doing lately. Here are some examples:

* What have you been doing lately?
+ What have you guys been up to lately?
* So what’ new?
+ How was your weekend?
Friendls give each other honest answers; the answer usually leads to more conversation. Here is an
example:
A: What have you been doing lately?
B: | was at the library all weekend. I have a big exam next week.
OR:
Well, 1 saw a great movie last night.
Urn, I went to the beach on Sunday.
Either Speaker A or Speaker B can continue the conversation by asking another question. Here are
some examples:
A: What have you been doing lately?
B: Well, I saw a great movie last night.
A: Oh ... what did you see?

A: How was your weekend?
B: Great. How was yours?

Quest: Listening and Speaking in the Academic World, Book One
(Hartmann and Blass, 2000, p. 115)

As an in-class actjvity, you can write the hulleted questions in Example 1
on slips of paper and distribute them at random to your students. Usmg the
cocktail party technique described in Chapter 2° (p. 40), have students
practice asking and replying to these conversation starters. Redistribute the
slips of piaper several times, so that each student gets to practice different
opening lines.

With a classmate or colleague, brainstorm three to five more conversation
starters that would be appropriate for advanced learners to use to begin a
conversation.

Advanced. learners are often adept at conversing about familiar topics.in
English. Talking about unfamiliar or abstract topics, or conversing with
strangers can be more, risky. Also, advanced learners will need to participate
in important situated interactions, such as job interviews, staff meetings, and

Chapter 4

academic seminars. These situations often involve risks for language learners
because the outcome of these communications may be quite important,

Let us return to the example of advanced students who must be able to
ask questions and make comments durlng university seminars and lectures.
What can be done to encourage these students to ask questions in their class-
es and seminars? Here are some procedures | have found useful in the past:

1. Help the students master the grammar patterns they need in
order to ask appropriate and accurate questions in class.

S‘Could You please rep_eat/defme/explam...?”)

Provide the students with useful politeness formulae for ask-

ing questions. This activity can include worksheets with

examples of how to politely get the speaker’s attention.
g‘Excuse me, Professor Smith; could you please...?”)

et up a practice activity in which you are the lecturer or
seminar leader. Each student must ask a question about what
you have said. (Keep track of who has asked a question and
who has not. Sometimes to pla%fully utilize the available peer
pressure, | have told students they cannot have a recess until
everyone in the class has asked at least one question.)

4. Bring in a quest speaker who is a (Supportive) stranger to talk
to your students. A?aln, the students must each ask an appro-
Q(rlate question of the speaker while he or she is lecturing.
fou can have them brainstorm a possible list of questions
first in groups or pairs.

These steps illustrate activities for getting advanced learners to take a rea-
sonable risk and ask questions in theirclasses. For those learners who are not
university students, reasonable risks to take will be determined by their qwn
contexts.” For instance, in an EFL situation, secondarg school students might
decide_to watch an entire movie in English without subtitles or voice qver dia-
logue in their native Iangua_Pe. (The"risk is that they may be confused or
bored in some parts of the film.)

2. Information gap and jigsaw activities:
The fluency relay

_Activities involving information gaps can be used at all levels of
instruction to create communicative needs and motivate interaction, Here is
an actmtz/_ for advanced level learners that uses manipulables and encour-
ages creafivity and clarity in conveying specific information. In this activity,
learners must take some risks and’try to be both fluent and accurate. The
activity also provides many opportunities for learners to use comprehension
checks, clarification requests, and confirmation checks (se¢ Chapter 3).

This activity is the ‘fluenc?/ relay.” It is like a relay race in which runners
pass a haton to other teammates. But in this activity, what is passed along is
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information. It is an ideal procedure for working on both fluency and accuracy,
since the competitive nature of the relay lendsa sense of urgency to the com-
munication, but participants must also be precise in order tobe successful.
The quencg relay can be done with any kind of mamﬁulables, but | like
to use the children’s plastic toys called Legos™ because when you snap them
together they will stay in ?Iace. You will build a structure ouf of Legos and,
using an information ‘gap task, teams of students will trY to duplicatg it. This
relay is more. complex—inguistically and interactionally—than the informa-
tion é;ap_ and Jlgsa\_/v activities we have seen in the earlier chapters of this hook.
egin by dividing your students into teams of threg peo?le each. The
teams are edch given exactly the same number of Lego pieces that you have.
Each team’s pieces must alSo be identical to yours in shape, size, and color.
(You can also use Cuisenaire Rods, coins, bits of colored paper, or sticks and
seedpods, as long as each team has an identical set of manipulables.)

_ In the fluency reIaK, each team has a Watcher, a Runner, and a Builder.
Divide the room™ (or the teaching space) into zones. Put the Builders at the
back of the room. The Watchers are stationed at the front of the room, near
the teacher’s desk or table. The Runners are stationed between the Builders
and the Watchers. The space for the Runners’zone should be about twice the
width of the space for the Watchers:

Teacher’s Watchers’ Runners’ Builders’
Desk Area Zone Zone Table

During the relay every member of each team has a particular job to do.
While you are building the Lego structure behind a podium or a large book
standing on end (so that what you are building is hidden from the view of the
Runners and the Buﬂderng, thé Watchers closely observe the process and the
emerging structure. The Runners are not allowed to come into the Watchers’
zone and cannot see what you are doing. Each Watcher then tells the Runner
from his own team ahout the structure %ou are building. Next the Runner tells
the Builder for his team what the Watcher said, so the Builder can reconstruct
the fiqure. (Itis important that the Runners cannot see what the Builders are
domg% Typically the Builder has questions ge.g., about the orientation of the
various Lego pieces), so the Runner goes back to the Watcher’s zone and
conveys those questions to the Watcher on his team. The Runner then brings
back the Watcher’s answer to the Builder. In this way, the Runners must
communicate a great deal of information about the original structure and the
duplicate structure without ever having seen either of them!

The object of the fluency relay is for the Builders to reproduce exactly the
strycture that the teacher has constructed. The challengg arises in that (1) the
Builders have never seen the model structure; (2) the Builders must rely on
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the Runners’ guidance; (3) the Runners have never seen the model structure;
and_(4) the Runners_ must rely on the Wa_tchers’gmdance. Of course, in
addition to the linguistic challenge here, this task demands a great deal of
teamwork and cooperation, (In fact, this “game” is used to train native speak-
ers who must work together on corporate or human resources teams, to
demonstrate the value of teamwork and clear communication.) _

You can turn this game into systematic communication strategies practice
by repeating three of more rounds of the fluency relay. In Round A, the
builders are given five or six Lego pieces. The task and the roles are new to
all the participants, There is no formal viewing of or labeling of the Lego
pieces prior to be?mnlng the task. _ _

In Round B, the Bart|C|pants are allowed to view the pieces and label
them before the relay begins. The students typically come UP with names like
“the little red chimney” or “the yellow car battery” or “the thin flat blue
p|ecke” and so on. This process provides shared meaning and builds team-
work.

In Round C, the teacher should {)rqwde time for the teams to meet first
to discuss what communication strategies worked well and where they had
trouble expressing and understanding ideas. Together the students corne up
with strate%:es for comm_unlcatlnlg about the Lego pieces and the particular
structures the teacher might build with them. For example, instead of just
saying that a piece extends out, a Watcher might say, “Itis sticking out like a
diving board.” This is also a good activity for ?ettmg students to"work with
analogies, similes, and metaphors in the target fanguage.

Try this fluency relay with three of your classmates or colleagues before using it

with language students. When you try it, think about these questions:

» What sorts of negotiation for meaning took place between (a) the Watchers
and the Runners, and (b) the Runners and the Builders?

* Which communication strategies were successful and which were less
successful?

Ask the team members if they experienced any frustration, confusion, triumph,
anxiety, satisfaction, anger, annoyance, boredom, fatigue, or other emotional
responses during this activity.
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Here is a plan for rotating the roles so that three people (1, 2, and\ﬁ; each
have a chance to be a Runier (R), a Builder (B), and a Watcher (W) over
three rounds (A, B, and C) of the activity:

"NPerson -»
Round |

1 2 3
A R B W
w R B
B w R
I c J

If you have extra students, | sug%est you have two Watchers and/or two
Runners, butjust one Builder, since the Builders may have to wait sometimes
while the Runers and the Watchers neglotlate. _ _
You can make the activity more challenging by adding new Lego pieces
after the first round. Itis also’interesting to switch or remove pieces from the
?ﬁru%ture once you've put them in place. Doing so creates more challenges for
e teams.

3. Picture-based activities for teaching speaking

_Here is a picture-hased activity that can be used with advanced learners,
either singly or in pairs. 1t works vell whether the students are from different
countries or the same place. The activity builds on travel and tourism, as well
as the students’ pride in and knowledge of their own countries or home
regions. Start with pictures of famous scenes and beautiful places from the
learners’ country or home region.

context: The students work individually or in small grouPs to produce a
Be_rsuaswe speech. The point is to try to"convince a large travel agency to
ring a group of tourists to a certain place. This activity works best if that
place is represented by a large and attractive picture.

Pictures: USe calendar photos or other Iar?e format pictures. (If){our stu-

dents are making PowerPoint ?resentatlons, he photos_ can be displayed on
a Iar(_le-format screen.) The pictures represent locations in the students

coun

raphy,“political science, or world history, the pictures can depicf the areas
they ‘have heen investigating.

home
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ry or region. As an alternative, if the learners have been studying geog-

speaking task: Working alone, in pairs, or in groups of three, students
must prod%qe the notes for a speech to he presented to the travel aqency
staff, who will decide where to take the tourists. The individual student or a
member of the group then presents the ideas orally to the class. The class
members may vote on the best presentation, as if they were the travel agency
representatives.

Variations in the audience: The travel agency may represent a particu-
|ar kind of tourist group. For example, the tourists may be members of a pho-
tographers” club, college professors, hiking enthusiasts, eIderIK,peopIe, etC.
In"this instance, the learners must tailor their persuasive speaking to fit the
interests of the particular group of tourists. _ o

It may be helpful for YOU' as the teacher to establish categories of infor-
mation te students should include in their speech—for example, climate,
scenic heauty, tourist attractions, ease of transportation, etc. Or, you could get
the class to brainstorm the information categories that would be"important'to
use in such a presentation. You can also elicit from the students some aPpro-
Prlate vocahulary to be used in discussing each of these topics, or pre-teach
erms as necessary. U _
_In doing this project, the students will gain a great deal of speaking prac-
tice, but you can add a writing component to this activity as well, Working
alone, inpairs, or in %roups of three, students must praduce a letter or a
brochure to be sent to the travel agency staff, who will decide where to take
the tourists. If this project will be used as a Ien?thy assignment about the
learners” home city, region or territory, the students may produce a brochure
with photo?raphs they have taken or drawings they have made. They can
also cut out pictures from magazines. As an alternative, the students could
Frteparet a PowerPoint presentation with photos downloaded from the
nternet.

4. Extemporaneous speaking

“Many advanced level learners need to he able to make coherent speech-
es in English to an audience, often an audience of strangers. Such situations
include international students pa_rt_lc_lpatlnﬁ in seminars, scholarship recipi-
ents speaking to civic groups, visiting scholars attending scientific confer-
ences, employees escorting visitors at a factory, and business people involved
in marketinga product or n_egotgatm? a contract,

Speakm_(tqhwnh preparation is called extemporaneous speaking. It
contrasts with impromptu speaking, Which is spontaneous and involves
little or no preparation. Effective extemporaneous speakers know how to
prepare, so that what is actually a planned speech seems to be a natural and
relaxed presentation.
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ond

being able to speak ex

defi

Speaking in front of an audience can be an uncomfortable experience,

even when We are using our native Ianguaqe. For learners speaking in a sec-

or foreign Iangua?e, it can be doubly nerve-wracking. Nevertheless,
emporaneouséy is an essential skill and one that can
Vi

nitely be learned. Here is some advice for advanced level learners about

preparing and giving a speech.

Example 2

\3" x speaking Strategy

Giving a Speech to the Class

You will occasionally need to give a speech in front of the class. These suggestions will help you

give an effective presentation.

+ Prepare, prepare, prepare. Organize your ideas and write your speech as you w'ould organize
an essay.

+ Don't memorize what you are ?oing to say. If necessary, though, you might memorize short
pieces. For example, you might memorize a quotation or a few lines of a poem.

* Putjust notes on 3 x 5 index cards. These notes might be the first few words of each section
of your speech, or they might be phrases that you are afraid you will forget.

* Practice your speech several times at home. Present your speech to a friend or family member
or even to your bathroom mirror.

. During.your speech, glance at your index cards whenever you need help remembering
something.

* Asyou're sE.eakin?,. have eye contact with the people in your audience, the people to whom
you're speaking. ITit makes you nervous to have eye contact, look at people’ foreheads
Instead of their eyes.

+ Don't forget to breathe.

Quest: Listening and Speaking in the Academic World, Book One
(Hartmann and Blass, 2000, pp. 102-103)

teachers give them a wi
Researching an unfamiliar topic adds to the work load and posslkf)l% to the
|

anx

When learners must give a speech in another language, it’simportant that
e range of choices regarding what they talk about.

ety of public speaking. Your students will feel more confident if they can

discuss a topic they know well. Here are some tips for advanced level learners
aboukt_ choosing a topic and determining the purpose for extemporaneous
speaking:

Chapter 4

Example 3

A. Selecting and Limiting Your Topic

In a Wessmn | situatjon the toP_lc of your Eresen ation is usuall
deAer ined t%f e negds 8f our |s#ene S. Yo n\a}/ easke%pgr -
vide certain information because of your specjalized kno % or
ourex?enenﬁe ina dpartlcu ar areg. For exa ge, Wmlgt ave to
emonstrate how something works, descri ﬁa echnical process,
compare two pieces 0 _eﬂm ment made by different companies, or
give on-the-Job instructions.

A clafsro m situation_differs from a professional situgtion in

that you often have more freedom to fho 5 Zour own fopic for a
clasds resentation. O coBrse, you should choose a topic that you al-
ready know.somethin aoT,t, onet tmteresﬁyou, an%_onet atl
of potential f(nterestto ur listeners. You can cnoose a su llect relate
fo your war ,gourst les, YOUr Tesearc Rroects, ﬁryo r persona
%nt rFsts. Current events or social issues can also ma ePood subiects
or class presentations. Once you have chosen a general’subject re?,
then you have to limit your topic so you can Cover it a equate¥
¥V|th|nthe.t|me éxvau the or ourpre¥entat|o .If.ls,usgall .mﬁree-
ective to give a detailed expl riatlono a specific |Hnte llo icthan to
tr\X[to CQVEY too much material in a short tnp W %nsehec}lri%your
80|Htgoplc or a class presentation, you should consider the folfowing

1. Do you know enough about this topic? =
2 H ns W}ee rlenTbarrnc]gt% ﬁgeded, do you%ave the time and resources to
3. Have yqu hmlted the t?ﬂ;f enough so that you can cover it ade-
qgu tely in.the time ava| 67 .
4. 1S tnistopic of pé]ﬁntl? Interest t% ,oulr #lsten,ers? .
g. IS the topc too aIfricult or too ie Ica 0rth|saﬁdlencg?
. IS the topic too easy or too well-known to this audience?

B. Determining Your General Purpose

In |vmga r,e?entatlon,as egker usually has,one of_three eneral
gy 0SeS:. t0 Inform, to persuade, or to entertain the listeners, Most

the oral L|orTsentat|onst at\%o nee [%ve.at work %e reports to
inform your listeners—o %]I them_ Infofmation that they want. or
need to’know. Therefore, the focus in this c?ursfe is on informative
F_resentatlons. Your goal n |v|?g any type o IP ormative presenta-
lon IS to communicate useful Information in a clear way.

Professional Interactions: Oral Communicational Skills in Science, Technology,
and Medicine (Matthews and Marino, 1990, pp. 56-57)

One helpful Fractlce activity is to have students explain a process that
they are completely familiar with and the audience is not. XRIammg a
ﬁrocess is an ideal topic for an extemporaneous speech, because the process
as a beginning, two or more sequential steps, and a conclusion, which is
often an ‘observable outcome of some sort. The chronological order of the
process provides a natural organization for the speech. Qver the years my
advanced speaking students have delivered very interesting presentations on
such diverse topics as how silk is produced, how different golf clubs propel a
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golf ball, and how to make sushi. Example 4 is a list of simple discourse
Structures you can provide to help your students get started on their speeches.

| Example 4

1. Good morning ladies and gentlemen. In this presentation | will explain
how to...

This is an important topic because...

To begin, we...

Second, ....

Third, ....

Finally, ....

So, as you can see...

In closing, then, ...

© N OA~WODN

Having the students choose topics that they are familiar with but the
audience IS not is important for three reasons. First, the “eerrt status” of the
speakers gives them a reason to communicate; they have knowledge which
the audience lacks. Second, their familiarity with the topic may help bolster
their confidence while speaking in a foreign language. Third, if they are
describing processes they know mtlmately, they do not'have to focus so much
on what they are saying'and can concentrate instead on how to say it.

Giving an extemporaneous speech in English is an example of taking a
reasonable risk. The learners can prepare before the speech and in doing so
they may notice some_gaps in what they are trying to say. And giving the
sPeech in class to their teacher and their peers before they present’it to
strangers can help increase their fluency, accuracy, and Confidence. Of
course, if you videotape the students’ présentations, they can review their
presentations later, either with or without your input,

Choose a process with which you are very familiar, to use as the basis of an
extemporaneous speech. The topic can be a hobby, a recipe you know well, a
process in a sport (e.g., how to line up a pool cue), a mundane household chore
(e.g. how to start a washing machine), a skill related to gardening or arts and
crafts—any process you could explain to someone who doesn’t know about it.
Use the eight phrases from Example 4 to frame a speech about the process
you've chosen.

If you speak a second language, try giving the same speech in that language. It
would be ideal if you could give your extemporaneous speech to proficient or
native speakers of that language to get their feedback.

Chapter 4

5. Role-plays and simulations

. At'the advanced level, in-class role-plays and simulations are extremel
important for several reasons. First, advanced learners can tell you the situa-
tions, topics, and speech acts that are challenging for them, so you can de5|Pn
role-plays and simulations that represent those contexts. Second, dom?_ rofe-
Plays and simulations during class meetings gives_students opportunities to
ry out their English speaking skills in a safe”environment where they can
receive immediate feedback from supportive individuals who understand
their concerns (i.e., the teacher and their classmates). Third, in a role-play or
simulation, people have the chance to try it again-to “rewind the tape,” 50 to
speak-and_redo the interaction with improvements, an onortumty we sel-
dom have in real life. Fourth, during a role-play or simulation-particularly if
it is audio or video-recorded-the learners can analyze their own production
with or without mgut from the teacher) and notice’the gaps in their English.
See Ladousse, 1987) . N

Role-plays and simulations are Eam_cularly useful for Practlcm? speech
acts. Learners at advanced levels of English proficiency will be involved in a
wide range of interactions, and will need to use many different speech acts
appropriately. One challenging set of speech acts consists of _expressmg
agreement Or disagreement.” Here are some examples from a widely use
textbook for advanced learners.
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Example 5

Expressing an Opinion mm
Your expression of an opinion can be strong or soft. Here are some examples:
Strong: Dr. Taylor gave a boring lecture today.

Soft; It seems to me that Dr. Taylor’ lecture today was really boring.
| think Dr. Taylor gave a boring lecture today.
Dr. Taylor gave a boring lecture today, in mv opinion.

Notice that adding an opinion expression (“It seems tome,” “I think,” “In my opinion”) softens your
statement.

Expressing Agreement or Disagreement mm
There are many ways to express agreement or disagreement with someone’s opinion. Here are some
expressions:

Agreement ) )
o agree. (Note: It's incorrect to say “I'm agree™)  You're right.
o agree with that. + | couldn’t agree more.
o agree with you. « | completely agree.
* I'm with you.
Disagreement
*1'm not so sureabout that. softer
ol disagree.
o don't agree.
| disagree with that.
o disagree with you.
+ | completely disagree.
* You're wrong. stronger

The first example of disagreement is soft, The next four are neutral—that is, neither soft nor strong.
The last two are strong. You can soften disagreement by adding “sorry.” Here are some examples:

+ Sorrv. | don't agree. * I'm sorrv. but | disagree with you.

Quest: Listening and Speaking in the Academic World, Book One
(Hartmann and Blass, 2000, p. 45)

Expressing disagreement appropriately can be especially difficult. If a
learner dlsa(I;rees to0_tentatively, he may not make his point, On the other
hand, if the Tearner disagrees too strongly{, he may offend his listener. Here is
some advice from a book for advanced learners on how to disagree politely

in talking with English speakers.
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I Example 6

Intonation

Softening Disagreement mm
In addition to using the word sorry, there are other ways to soften disagreement.

1. You can add a few words such as “Wait a minute , . (in informal English) or “Well . .
hefore disagreeing. Also, notice the vowel length in the following examples.

Wait a minute. | don’t agree with that.
Well, I'm not so sure about that.

2. To make disagreement even softer, more careful, you can appear at first to agree before
adding the word but. Here is an example:

A: Both humans and chimps use tools.
B: lagree, but I think humans’ tool use is more complex.

3. You can also add a tag question. Here is an examples

A: -Both humans and chimps use tools.
B: I understand what you're saying, but humans’tool use is much more complex, isn't it?

4. Often, yrou_r intonation alone— not your words— signals the listener that disagreement will
follow. This is perhaps the softest form of disagreément.

Notice the subtle differences in intonation (especially vowel length) in these examples.

Agreement: |agree. Disagreement: | agree, ...
| agree with that. | agree with that, . ..
| completely agree. [ completely agree, . ..

Quest: Listening and Speaking in the Academic World, Book One
(Hartmann and Blass, 2000, p. 46)

These examples of softening dlsaqTreement can be very useful in natural
conversations, as well as in role-plays. They can also be helpful in grouﬂwork
grr]OPﬁeleork with logic puzzles when the participants disagree” with one

A useful lesson on disagreeing politely for intermediate and advanced
learners can be found in Dornyei and Thurrell (1992). The steps, for the les-
son are clearly spelled out, beginning with, “Ask students to imagine they are
talking to someone_like an elderly neighbor or relative, their headteacher or
boss, their driving instructor, or 4 stranger who_is older than them, and they
disagree strongly with what that person is saying” (p. 90). In this way, the
learners are reminded of the importance of register. The lesson materials
Porﬁg\llx(/il%ga helpful list of expressions for disagreeing politely, including the
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Example 7

| agree with you, but...

Agreed/Granted, but...

That's a good idea, but...

That's one way of looking at it, but...

Yes, but don't you think...?

| think perhaps it's more a case of...

But surely...

Forgive me if I'm wrong, but...

I don’t think it's quite that simple; you see...
Personally, 1 wouldn't go so far as (to say) that...

Adapted from Dornyei and Thurrell, 1992, p. 91

After your students have heen introduced to appropriate ways of
agreem? and dlsaqreelng in English, you can provide practice opportunities
by writing role-play scenarios. For” example, two students can have a
conversation about what to do on a class outing and how to organize the
event. One person wants the class to have pizza and go to a movie, one
evening and the other wants the class to go for a walk and have a picnic on
a weekend day. Encourage the students to talk for at least five minutes
without compromising, so that they can practice disagreeing appropriately.

Reflection

140

What sort of language (vocabulary, grammatical structures, speech acts)
would you expect the learners to need in order to do this role-play
successfully? What language would you pre-teach in setting up the role-

play task?

Ask two students to do this role-play, and record them doing it, if possible.
Did the learners use some of the language you predicted? In light of your
experience, how would you set up the role-play next time?

A simulation is more elaborate than a role-play. According to Jones
}1982_, pp. 4-7), a simulation contains three essential elements: (l? reality of
unction, (2) a simulated environment, and (3) explicit structure.

First, reality of function means that Rartlmpants “must mentally accept
the function thie simulation requires of them’
themselves as students, “they must step inside the function mentally and
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em” (p. 4). Instead of thinking of

behaviourally, and do the best they can to_carrg out their duties and respon-
sibilities” flbld.) of their role in the simulation. So, for instance, if the simula-
tion calls tor the learner to be a professor accusing, a student of plagiarism,
the learner should take on the professor’s responsibilities, in that situation.

. Second, there must be a simulated environment that is as realistic as pos-
sible, but is still separate from the real world, It is this characteristic that
makes simulations safe for the participants and creates an ideal context for
taking reasonable risks. In this r_e%ard, simulations require more “props” than
roIe-TpIays do (e.?.,_documents, information, furnishings, authentic texts, etc.).

hird,_simulations must be explicitly structured” around some realistic
problem. The teacher provides the conditions and the context for the learn-
ers (unlike in a role-play, where the participants themselves sometimes invent
some of the condltlonsj Thus a simulation can be defined as “reality of func-
tion in a simulated and structured environment” (p. 5). _

Let's consider an example related to extemporaneous speaking. Many
advanced learners will need to be able to speak to an audience, and the
members of that audience may be unknown (and even unpredictable) to a
speaker. As the teacher, you can certainly have students practice glvmg
extemporaneous speeches n class. But you could also set up a simulated con-
ference as follows:

1. Have each learner prepare a five to eight minute speech. The
topic can be related to a particular theme, if that is appropri-
ate for your learners. S ,

2. The speakers should choose a descriptive title and write a
fifty-word summary of their presentation. _

3. You produce and” print a “ﬁrogram” that provides each
speaker’s name, the title of the presentation, and the sum-
m%ry. The program also shows who speaks and in which
Order.

4. You assign sRecmc roles to those class members who are not
speaking. These roles could include the timekeeper, the
heckler, the devoted follower, the skeptic, and soon.

5. The speaker gives his or her presentation complete with
overhead projector transparencies, handouts, and/or
PowerPoint slides. _

6. After each student gives his or her speech, the audience
members should ask questions or make comments in the per-
sona of the assigned role, The question-and-answer period
should last five t0 eight minutes.

7. It can be useful to have some class members take the role of
observers. Instead of participating in the question-and-
answer period after the ‘speech, the ohservers focus specifi-
cally on (a) the quality of the presentation, and (o) how well
the ‘speaker deals with the questions and comments.
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Settlngi up a mock-conference in this way provides a realistic oPp_ortumty
for students to gain valuable experience before they must participate in a redl
conference. Thus, simulations can be used to encourage learners to take
reasonable risks. (See also Crookall and Arai, 1995.)

5. Teaching pronunciation
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At the advanced level, learners of English typically have a good range of
vocabulary words, general command over grammar rules, and well devel-
oped communication strategies. Often, however, they will want to improve
their pronunciation. This is not an easy undertaking, but it is not impossible

elth% . . . :

~We saw in the earlier chapters that when native sBeakers use English
quickly and/or casually, some sounds are reduced or blended. When this
happens it can be difficult for English learners to understand what is being
said, so practice with understandln% reduced forms is important at all levels.
For advanced learners, however, it will also be important to learn how to
produce reduced forms in casual speech. Of course, it is important to enun-
ciate clearly enough to be understood. But, |ron|ca|Iy, if learners’ speech is
too precise, they may be viewed as bookish, “stuffy,” or aloof. Here are some
sample exercises on reduced forms:

Chapter 4

I Example 8

Have to and has to

In rapid speech, have to sounds like hafta and has to sounds like hasta.

© Listen to your teacher read this dialogue.
tv interviewer. What does the government have to do?
union leader: The government has to protect workers.
tvinterviewer: What do the workers have to do?
union leader; Workers have to speak with one voice.
tv interviewer: And you provide that voice?

union leader. We help the workers explain their needs. They don’t have to worry.
© Repeat the dialogue after your teacher.

© With a partner, practice the dialogue.

Pronunciation  Going to

In rapid speech, the future expression going to often sounds like gonna.

O Listen to your teacher read this dialogue.
grandma: Where are you going to live?
mark: In an apartment.
grandma: Are you going to pay the rent by yourself?
mark: No, Max is going to share with me.
grandma. Oh, you’re going to be O.K. then.

© Repeat the dialogue after your teacher.

© With a partner, practice the dialogue.

React, Interact: Situations for Communication (Byrd and Clemente, 2001,
pp. 61 & 133)

This kind of d|alor‘;ue has many agpllcatlons. You can say the long form
and have students say the short form. Ot students can practice glvmtg the long
and short forms to one another. They can also listen for instances of the more
casual reduced forms outside of class during conversations or in films,
television programs, or radio broadcasts. . _

One difficult pronunciation issue for both understanding and producing
spoken American English is the difference between can and cant. Here is
some adv||ce about comprehending these words from a textbook for
advanced learners:
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Example 9

Canand Can't CB>

In some cases, the words can and cant might sound the same to you because you don't always hear
the -tincant. This is especially true whenaword beginning with'-t or -d follows these words. Three

suggestions follow:
1. Use the context to help you understand. Here is an example:
“I’m sorry, but | can't talk right now.”

2. You can ask for clarification. Here is an example:
Did you say can or cant?

3. Listen for stress and the vowel sound: Is it the full /asf sound in can't or the reduced /a/
sound in can? Don't worry about the -t at the end.

Quest: Listening and Speaking in the Academic World, Book One (Hartmann
and Blass, 2000, p. 214)

~Itisimportant to distinguish between can and cantin both speaking and
listening because confusing the two can lead to communication breakdowns.
In rapid or casual spoken American English, can is shorter in duration than
cant Sometimes it sounds more like a contracted syllable than a separate

word:

Written Form Casual Spoken Form
| can see It. | ¢'n see it.

He can manage. He ¢’n manage.

They can bu_}/ It They ¢’ bu_Y It
You'can do it. You'c'n do it.

~ The exercise in Example 9 emphasizes listening, but the same informa-
tion can be used for sFea_kmg practice in pairwork or a role-play. Give a pair
of students two conf |ctln? schedules for the week and havé them try to
arrange a time for an hour-Tong meetln% without showing each other their cal-
endars. As the learners use canand cantin their utterances, they practice with
these forms in a situation where pronunciation makes a meaning difference.
Here are some example utterances that students might use:

student A: Can Iyou meet at ten on Monday morning?
studentB: N0, I'can’t. | have a class. Can you meet at two that after-

noon?

Chapter 4

student A: No, | cant | have an appointment with my professor. Can
ou meet at four? ,
student B: NO, | can’t. | have a chemistry lab then.

You should arrange for the partners to have two calendars with several
conflicts already schéduled. (IThat is, where Student A has an open hour,
Student B has an _|mRortant class, and vice versa.) But also be sure to leave
some open hours in the studenés’ schedules so theyll have a chance to say, “!
can meet then” or “Yes, | can do that.

Create two different calendars for other kinds of learners besides students
enrolled in courses. For instance, you could design conflicting calenders for two
middle-level managers who must schedule a conference call, or for two club
members who are trying to arrange time for committee meeting.

As we have seen in earlier chapters, intonation is extremely important in
speaking English. Intonation conveys rather basic information (e.g., that an
utterance is a (1_uest|on rather than 4 statement). However, it also gives more
subtle information about a speaker’s attitude, such as disbelief, disapproval
Pera?ﬁg(ﬁgjsm. Here is some information on intonation from a text for advanced

P Example 10

Review: Question Intonation

In Chapter Three, you saw that your voice goes up at the end of
yes/no questions, and down at the end of wh- questions. Here are
some examples:

Did you do anything interesting this weekend?
What did you do this weekenc|?

When you hear a yes/no question, the speaker expects an answer
beginning with yes or no. When you hear a wh- question, the speaker
expects a longer, more informative answer.

In casual conversation, a yes/no question doesn’t always begin with
Do/Does or Did: In using this structure, the speaker is asking for
confirmation of what he/she already thinks is true. Here is an
example:

You went to the beach this weekenc*?

Adapted from Hartmann and Blass, 2000, p. 116
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After modeling and practicing with the whole class, you can have
students in_pairs_use these two different intonation patterns in asking each
other questions. They should try to convey clearly whether they are seeking

mforrnathon or confirmatjon. . .

All these Ci)ronunmatlon activities (and many more) can help advanced
learners sound more natural and be understood. They may never sound like
native speakers (and may not want to!), but they can”incréase their compre-

hensibility.

6. Speaking in the classroom

146

At the advanced level, students can do many mtere_sth things with

English. In the following extracts, Japanese is the students’ first anguage. The
exiracts consist of some excerpts from a group discussion in which a woman
called Mari and aman called Toshi are peer reviewing an essay by a third stu-
deﬂt, Nori. Il-lle IS aéso present and is listening while they discuss his paper.
These are all pseudonyms. . . :
( elshe_se tﬁreg students ar_g enrolled in a course of English for academic and
professional purposes, Nori’s essay deals with friendships between American
students and' international students. In this transcript, two or three periods
together in an utterance represent pauses, and ](XX ) represents utterances
that could not be transcribed with confidence. (These data were collected by
ReneeJourdenais and transcribed by Cicely Rude.)

| Extract 1

Toshi: Mm.

Mari: Yeah. However, | feel his essayjust urn, how can | say, long?
Because um, almost all his... almost all of his paperis um, his
experience so if you put uh, (XXX) how can | say?

Toshi: Leevly...Livelyl

Mari: Lively? Yeah. Um, if um, the essay needs more lively parts. Yeah,
| think um, yeah but its very powerful.

Toshi: Yes, powerful.

Mari: Powerful, already.
Toshi: For me his essay seems to be perfect but if | can say something

uh, | really want to hear his stance.
Mari: Oh, yeah! | wanna say that.

Toshi: So | really wanted to ask him uh, what will you ( maintain
your original stance, accepting American culture in the world.
Mari: Yeah.

Toshi: Because he is ah, he cannot become American. His origin...his
originality is Japanese.
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Mari:

Toshi:

Mari:

In the

Yeah.

So, how should | say...| wanted to ask his (XXX) Maybe he will
get many, many American culture and many American way of
thinking. Then, what will he do? That point is uh, how should |
say...If he write down about this point, | wanna maybe
more strong.

Yeah, | agree. So, if he uh, explains his agreement or disagreement
in American culture, yes, its more uh...ifhe does, so become more
critical and his opinions more...more usable | think. Useful.

following extract, Toshi and Mari continue to discuss the essay hy

Nori, who is sitting with them and listening to their comments. Nori’s ssay
was hased both on his own opinions and experiences, as well as on a single
article he had read about cultural diversity in the United States.

Extract 2

Toshi: So, did you find out some part you cannot agree his opinion?

Mari: Mmm....

Toshi: He already write down here, that partyou cannot agree.

Mari: Oh yes.

Nori: Ah, oh, whatyou said., the agreement, what you disagree that
my opinion people cannot...because of no time.

Toshi: | disagree with this. Because American can make a time, if they
want. So, of course kind of ah, I'm teasing his article right now
because his article looks very perfect.

Mari: Yeah, | agree.

Toshi: Yeah, so already | understand he is saying but ljust disagree.

Mari: | have no disagree at this point.

Toshi: So, how about this? Connection between ( for international
students and cultural diversity. What does it mean connection?

Mari: Connection means link...relation.

Toshi: Let me explain...connection? Link?

Nori: | think, | wrote this essay to you know, this paper as an indicator
to develop students’cultural diversity and understanding of
cultural diversity to survive in the United States. But you know,
the topic of the article was different...it explainedjust cultural
difference, right?

Toshi: Yeah.

Nori: But my main pointis the, some proposal or suggestion to
students to survive in the United States. Is it clear foryou?

Mari: Um, | think uh, regarding international students is a little weak

because um, he wrote that his uh, experiences, travel
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Toshi:

Mari:

experience and other experiences he wrote well, just suggest that
they make the suggestion point to the students. Weak, weak.

| think ah, he did goodjob because this article is not so, ah, these
essays are not so long so he tried to make many many detailed
expression and yeah, I...1 think that he did goodjob but, if | can
say something, if he narrow...ah, focus on few example, maybe his
message and his suggestion become more specific and more...
strong message.

Yeah yeah.

In the next extract, Nori and Toshi discuss Mari’s essay. When they
mention a “single source” essay, they are referring to the fact that their essa
was based on an assignment to Incorporate ideas from an article they had read.

| Extract 3

Nori: Next essay, is Toshi. Oh thank you.

Mari: Nextis me?

Nori: Ah, oh, you. So. ..certain parts of her article | could agree. | could
agree with parts her article because you know, | can understand
Japanese and Korean has similar cultures. So mm...the
examples are well compared, Korean and Japan, but some of her
opinion | cannot agree. For example, in second page...

Toshi: Yes, uh huh.

Nori: In the past almost all Japanese marriage were arranged, yet it

Chapter 4

has changed by effect of westernization. Usually make (XXX)
usually strong but at the end of sentence, perhaps. | wanted to
say ‘are you really sure about this?’If you want to say this
sentence, if you want to say, make clear this sentence, | can
understand if you give me more examples and background
information. Of course | can understand because | am Japanese,
but | not totally agree with this sentence. Some, third page is
‘however in Japan usually the wife has less power than the
husband compared to Korea.’| want more background
information for this because not all wives weaker than husband.
So...hm. | feel | wanted to, | want more information about this.
Like something and third page ‘In my country remarrying is not
welcome by the reason that it's not loyal for’ (XXX). | think this is
not always. These are | think, | need more background
information for these examples. | can understand, | am Japanese,
I have background information, | know history, but if you...if the
reader is not, they could not understand. They might not.

Toshi: Yes, | agree with you, but | also think her single source essay

seems to be perfect because Mari's style and Nori's style are

totally different, but uh, uh, yeah. Seems to be very perfect.
However, if can say something to her, | say maybe able to
become more specific. | have got a comment. Itis a kind of
general idea. Everyone can agree. Therefore, if she write her own
idea based on her own experience, it can be more specific and
more impress...uh yeah, impress. But | think that’s a very good
essay. Oh yeah, and if she does so she may capture readers’
attention more. Then what do you like most about her paper?

Nori: Herpaper could compare well two cultures. This, is this similarity

or is this difference? It was clear for me.

Toshi: Yeah, and when she had uh, (XXX) citation, she always used, she
always put after author’s citation so that was good. Good point.
She always tried to explain why. So her style is very good, just |
want to, | want her own experience. Her own ideas.

Nori: Right, I think so too. These are general ideas, so, as | said, if Mari
putin her experience or something like that it would be more clear
and easy to understand. So um, her difficult is | really want to
know, | really want to hear from her. First page, maybe, My home
country there are many ways of thinking based on Confus..s..
Con-fu-cian-i-sm (as if sounding it out). It affects Japanese life
(XXX).” I wantyou to explain how that Confucianism affects people
in Japanese life more. Thats a very curious and interesting part,
so | really wanted to hear from her.

All three of these learners were enrolled in an advanced course in English for
academic and professional purposes at a college. Yet their English speaking
abilities differ somewhat. Compare the speech of Nori, Toshi, and Mari. Who is
the most proficient speaker of English? Who is the least proficient? Why do you
think so? Compare your ideas with a classmate or colleague.

In Extract 4, the next part of this discussion, Mari seeks clarification and
advice about her writing from Toshi and Nori. Notice the various strategies
the three students use to make sure they understand and are understood.

| Extract 4

Mari: Thankyou. Ee tou (a Japanese expression, roughly equivalent to
um, uh) Both ofyou have um, did you mean my essay is little
(XXX) of the author’s opinion, right?
Toshi: Mm.
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Mari: Kay. If my article includes same citations, what about if | put
more my experience and my idea, my essay become...my essay
will have good (XXX) do you think?

Toshi: Not only (XXX) but also...| need more information. Why you
think this? | think, why, you can use citation from the article to
support why you think this.

Nori: Ah, | think same thing.

Mari: (XXX)

Toshi: If Mari do so, maybe such a style will become some message to
reader. So | think its a very good.

Mari: (laughs)

Toshi: Actually, when we write down, we don't have to worry about
message, but if you write down very specifically and a detail and
example, such a style will become a, yeah, some message to
readers. Surely reader will get some message.

Mari: My general idea in this essay is sometimes not clear. You mean... ?

Nori: Not clear, | mean, when | read this | cannot help stop being
down. Is that really? Because | think it's because of perhaps’at
end of the sentence.

Mari: Yeah, perhaps, (laughs) Because before | use ‘all’persons, its
confusing. Um, if I put my opinions included background and

more, yeah background it is better.

Nori: | can, | can getyour opinion and your curiosity about the culture,
but...if I'm not Japanese maybe | cannot fully understand that
curiosity and understand.

Mari: Ah. Thank you.

7. Assessing advanced learners

Assessing the sp_eakm% skills of advanced learners should be as direct as
Possmle. That is, within the practical constraints of your situation, speakmg
asks. should truly involve the students in situations where they must spea
English in novel utterances and even deal with unexpected circumstances.
Testing learners on their ability to speak English in new contexts will promote
Positive washback. Carefully designed role-plays can be used for this purpose.

Some teachers and learners really like role-plays (both for teaching and for
testing), while others don’t. How do you feel? Does your stance change if you
think of yourself as a language learner, rather than as an English teacher?

Chapter 4

There are many reasons to use role-plays in English classes, both as
opportunities for speaking and as assessment procedures. But there are also
reasons NOT to use role-plays, particularly if students’ grades will be influenced
by the outcomes. With a classmate or colleague, brainstorm the pro’s and con’s
of using role-plays in assessing the speaking skills of advanced learners. If you
are taking a course, compare your list with those of your classmates.

Role-plays are useful for practicing speech in a variety of contexts. What are
some situations in which your advanced students (or future students) must use
spoken English in an interaction? Are they likely to be talking to strangers, to
people they know, or both? Make a list of five or six possible role-play topics for

advanced learners. Choose your favorite and write the steps of the role-play for
the learners to follow.

Here is an example of a roIe-pIaa/ task used in a test designed berat Bo(ljger.
Part of the test assessed the students’ reading comprehension. The reading
section included several brief articles about current events that had not really
been adequately covered by the press. Bolger was Wo_rklnP with enrolled
university students at the Monterey Institute of International Studies, These
advanced learners were taking graduate courses with native speakers of
English and other proficient non-native speakers. They needed to use spoken
English to defend their opinions and argue for a Posmon, 50 he set up this
role-play situation to elicit those skills. Notice that the two participants in the

role-play are social equals who are quite familiar with each other.

I Example 11

Imagine that you are an editor for a major newspaper. You are
concerned about presenting the truth to the public.

The stories that you just read [i.e., in the reading comprehension section
of the test] have not been published in your newspaper and you think
they should be. Unfortunately, your fellow editor and friend of many
years, David York, is not so receptive to the stories. He thinks that they
are too controversial for the public and are not supported by any data.
Moreover, most of the other newspapers have not covered these stories,
so why should he?

You feel that these news stories should be covered in one way or
another in your newspaper since the public was never really informed of
them. So you decide to present your case to David York. Chose one or
more of the articles that you feel most comfortable presenting to him and
make your case.

Adapted from Bolger, as described in Bailey, 1998, p. 176
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Bolger wanted to evaluate the students’ speech in terms of how
persuasive they were so he adapted a scale from Hughes (1989, Tp|o_. 95-96),
which emphasizes the speakers’ effectiveness of argumentation. This kind of
holistic rating scale (ee p. 253 is called @ primary trait scoring $yS{em
because students are evaluated on the one particular trait characteristic (1.e.,
the primary trait) which is being emphasized. Here is the scale he used:

'j  Example 12

Holistic Scale for Rating a Speaker’s
Effectiveness of Argumentation

7. Relevant arguments are presented in an interesting way, with main
ideas prominently and clearly stated, with completely effective
supporting material, arguments are effectively related to the
speaker’s view.

6. Relevant arguments are presented in an interesting way; main
ideas are highlighted with effective supporting material, and are
well related to the speaker’'s own views.

5. Arguments are well presented with relevant supporting material and
an attempt to relate them to the speaker’s views.

4. Arguments are presented but it may be difficult for the rater to
distinguish main ideas from supporting material; main ideas may
not be supported; their relevance may be dubious; arguments may
not be related to the speaker’s views.

3. Arguments are presented, but may lack relevance, clarity,
consistency, or support; they may not be related to the speaker’s
views.

2. Arguments are inadequately presented and supported; they may be
irrelevant; if the speaker’s views are presented, they may be difficult
to see.

1. Some elements of information are present, but the rater is not
provided with an argument, or the argument is mainly irrelevant.

0. A meaning comes through occasionally but is not relevant.
Adapted from Hughes, 1989, pp. 95-96

Some ?eople feel strongly that role-plays should notbe used in language
assessment because they seém to call on acting ability as well as Ian?uaPe
proficiency (see, for example, van Lier, 1989). Other people feel thaf'ro
plays are ‘ideal for smulatmg interactions in" which learners must use the
target language in unpredicted ways. What do you think?

Chapter 4

Write a role-play prompt that leads two people to have a discussion in which

they hold different points of view. (Choose a topic that is culturally appropriate
and relevant for your learners.)

If possible, have two advanced learners perform the role-play, and tape record
them as they do. Ask their opinions of the experience.

Afterwards, use the Effectiveness of Argumentation Rating Scale and assign a
score to each person’s speaking during the role-play.

Finally, ask a colleague or a classmate to evaluate the recorded speech samples

using this scale. Discuss the two sets of scores: were your scores totally
different, similar, or the same?

Keep in mind that with primary trait scoring, the rating categories should
be aligned with the purpose of the communication. For example, consider
the speeches produced by learners in the picture-based activity about
attrac mg tourists and getting a contract from a travel agency (See pages 132-
133?1. In that case, the scoring could be hased on the convincing descriptions
of the area given by the learners. If you are gom% to draft a _primary_trait
scoring system, first'determine the key purpose of the communication.” Then
write brief des rlgtlo(§1s for each rating level that characterize how well that
purpose was achieved. _ _

Advanced learners can benefit from feedback on their extemporaneous

sPe ches, Evaluative comments or ratings can come from the teacher or the
students” peers.
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Example 13

Oral Presentation Evaluation Sheet

Topic or Title
Presenter or Group------

Did the presenter or group: lowest Mid highest

1 make use of eye contact and facial expressions?
2. have a good opening? 1
3 change the pitch and tone of voice?

4 use interesting and specific language?

h use pauses or emphasis on key words.

b support ideas with details and examples?
T use gestures or action?

8 use visuals?

9. speak clearly?

10. have a good closing?

RO RO PO R PO DO
o GO L LD W L W LW LW W
P N N N i A
1 o1 o1 o1 ool o1 o1 o1 o1 Ol

[ L

For a Reader’s Theater or play
11 wear costumes or use props?
12 act so Lbelieved the story?

Visions: Language, Literature and Content (Assessment Program - Book C)
(McCloskey and Stack, 2004, p. 123)

The learners can also complete self-evaluations. Here is an example of an
Oral Presentation Evaluation Sheet, which students can use to rate their
classmates’ speeches. The following “Speakln% Checklist” can be used by
individual learners to evaluate their-own speeches. The spaces at the bottom
allow the students to tailor the form to include particular areas they wish to

work on.

Chapter 4

I  Example 14

Name Date
Topic

Speaking Checklist
Use this checklist to evaluate your speaking.
1. Did I speak too slowdy, too quickly, orjust right?
2. Was the tone of my voice too high, too low; or just right?
3. Did I speak loudly enough for the audience to hear me? s _No

4. Did I produce the correct intonation patterns of sentences? — Yes  No

5. Did I have a good opening? _Ys _ No
0. Did Llook at my audience? Y B No
7. Did I speak with feeling? ¥ B No
8 Did I support my ideas with facts and examples? Y : No
9. Did I tell the audience how | feel about the topic? _ Y No
10. Did I use interesting, specific words? _Ys __No
11. Did I use visuals to make the speech interesting? _Ys _No
My Own Criteria
2 Yes
13 Yes
14,

Visions: Language, Literature and Content (Assessment Program - Book C)
(McCloskey and Stack, 2004, p. 125)

8. Conclusion

In this chapter, we have explored the teaching of speaking to advanced
students. We began by considering how a simple needs assessment process
can heIR teachers identify keY issues for advanced learners, We then dis-
cussed three important principles that should inform the teaching of speaking
at this level. Next we examined some tasks and materials for teaching speak-
ing to advanced learners including conversations and other interactions, the
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fluency relay, an advanced picture-based activity, extemporaneous speaking,
role-plays, and simulations. We considered some pronunciation issues before
exam!nlnlg some excerpts of groupwork interaction among advanced learn-
ers. Finally, we considered using role-plays and primary trait scoring to assess
adeceﬁ.stude ts’ peakmglskllls. :
orking with advanced-learners can be challenging because they already
know so much about English and they will often ask difficult questions about
complex parts of the language. Confinuing to work on the development of
their speaking skills canalso be frustrating for students with higher profi-
ciency. Many feel that improvement at this level is slower and”harder to
achieve than |twaﬁ earlier In thelrlan%ua e learnin eff?rts.
On the other hand, teachmg speaking to advanced learners can be very
rewardm?, too. At this level students who continue to enroll in English class-
es typica IK have clear ﬁoals for improving their English. As a result, they
often wark hard and have high motivation. Their proficiency is strong
enough for them to understand™ most clear, oral explanations (about gram-
mar, speech acts, vocabulary, pronunciation, and so on). In addition, they
can be actively engaged in noticing the gap between their speech and native
or other proficient speakers of English.

Further readings

Celce-Murcia, M., D. Brinton, andJ. Goodwin. 19%. Teaching Pronunciation:
A Referencefor Teachers ofEnglish to Speakers of Other Languages. Cambridge:
Cambridge University Press.

This is an excellent resource for learning more about helping learners improve their

pronunciation. It is thorough, yet highly readable.

Wallwork, A. 1997, Discussions, A - Z (Advanced): A Resource Book of Speaking
Activities. Cambridge: Cambridge University Press.
This is a very helpful book of discussion topics supported by legally photocopiable
visuals and tasks. Topics include issues related to the human body, justice,
intelligence, the Zodiac, war, science, and personality, among others. There is also

an intermediate version.

Helpful Web site

Supports for Pronunciation Teaching
(www.gsu.edu/- esljmm/ss/furtherreading.htm)
If you have an interest in teaching English pronunciation, John Murphy’'s Web site is

a very good resource.
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Chapter 5

discuss the use of the learners’first language in the speaking

classroom.
explain some strategies for managing speaking turns in classes.

describe ways of teaching speaking with learners who have
reflective and/or impulsive learning styles.

discuss options for responding to students’ oral errors during
speaking classes.

identify some challenges of teaching speaking in large classes.

develop some strategies for managing groupwork and pairwork in
large classes.
understand some challenges of teaching speaking in “multi-

level” classes.

recognize the potential value of pronunciation software, chat
rooms, corpora, and Web sites in helping students improve their

speaking skills.

1.

Introduction

In this_chapter, we will consider several key issues about teaching
speaking. These are matters of concern for most téachers, but they can be
particularly challen mq for new teachers. We will beglm with a discussion of
using the students’ first language in the ESL/EFL classroom. We will also
look at students’ part|C|Pat|on patterns, including their reticence to speak and
the tendency for some learners to dominate durln(; speaking activities. Then
we will corisider teaching speaking in large and/or multi-level classes.
Finally, we will briefly consider Some technological tools for improving
students’ speaking and pronunciation.

2. Students’ first-language use in the English
speaking class

The learners’ first Iangua?e is also_ referred to as their native language,
mother tongue, orjust the “LI.” What is the appropriate role of the students’
first language in a“speaking class? There are man}g possible answers to this
question and they vary quite a bit, depending on whether you are teaching in
an esL or an eFL situation. (Some Institutions actually have re?ulatlon_s
governing the use of the learners’ L1, so you should ask what the rufes are, if
you are riew to a school.) . _

JIn-an ESL context, the students in any one class may have many different
native languages. This diversity is an advantage, in some regards, since the
learners will probably need to use English to communicate with one another
(and with you, if you don't speak their Ian%uages). There is also the chance
you teach ESL in a neighborhood where there are high concentrations of
people who share a common first Ian?uage. In this case it’s only natural that
students would use that language requ _arl?/ to communicate with one another,

In an EFL situation, however, typically all or most of the students speak
the same native language. Having 4 shared language means the students can
talk with each other without Using English. OT course, it is easier to
communicate in a language we know well than in one we are learning. As a
result, the need to communicate in their first language may seem esPemaIIy
strong to beginning learners, false beginners, and lower intermediate students.

Some language teachers ban the'use of the students’ L1 in their speaking
clagses. This policy maY not be very realistic, and it could make the students
feel quite uncomfortable. Making such a rule could _sug?est that you do not
value their mother tongue. It canalso be very frustrating Tor lower-level adult
students not to be able to express themselves. Sometimes they want to share
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an idea with a classmate in their common first language to see how to express
the concept in English. They may use their mother tongue to ask for help or
clarification about classwork. Sometimes they speak their native lanquage to
help a classmate. As the teacher, you must decide what you think about LI
use in the English class, based on’your students’ proficiency levels, program
policy, and your course goals.

When you have taken a foreign language class, did the teacher allow the
students to speak in their mother tongue? As a language learner, would
you want to use your L1 in class or not? Does your answer change if you
think of yourself as a beginning student? An intermediate? And an
advanced speaker?

_ Mz/ own preference as a teacher is not to discourage the students from
usmP heir first language up to a point, but to build their confidence in using
English. 1 also try to build their willingness to take risks. For example, when
| would ask a question in English, my EFL university students in Hong Kong
would typically turn to a classmate and whisper quickly in Cantonese before
answering the“question in English. This behavior puzzled me because | was
sure t_heY had upderstood m (iuesnon. _

Finally, I asked one of thie students why they consulted with one another
before answering. She told me they checked with each other to make sure
they had the correct answer before responding. This idea made sense
because they had all come through a secondary school system in which
accuracy was emphasized and oral errors weré quickly {and sometimes
harshly) corrected. So rather than fighting the students’ préference, | decided
to build in an intentional step in which students talked briefly with one
another, and “buzz with a buddy” became a reqular feature of our classes.
When settin UP a speaking task or asking for opinions or answers, | would
tell the students to “buzz with a buddy,” to make sure they and their
classmates understood the_ task or question, knew the answers, etc. They
could buzz in Cantonese if they wanted to before responding publicly in

English. : . :

gwnat surprised me about this “buzz with a buddy” strategy was that
pretty soon, as the students began to believe that it" was okay to make
mistakes when speaking English, the amount of Cantonese used in our class
decreased. After a while when they’d “buzz with a buddy,” their quick
conversations were mostly in English.

160 Chapter 5

Let’s look at an interaction where learners use their common LI to help
a classmate. Here is a brief sample of classroom talk from an adult beginnin
level ESL class in California. All of the students are native speakers o
Spanish, and_they are all undocumented aliens. (That is, they are working in
the country |I|e,?ally.) They had listened to an audiotape about the weather
and road conditions. Student 1, whose pseudonym is Maria, was the least
proficient student. The researcher’s microphone was on the table, in plain
view of the students, In the transcript below, when the teacher makes ajoke
about the FBI (the U.S. Federal Bureau of Inveshgaﬂon‘ and the microphone,
he is acknowledging, within the safety of the shared culture of the classroom,
that these students are in the country illegally. The excerpt _begims with the
teacher sazm the word mud, which"was an important idea in the recorded
message about road conditions.

|  Extract 1
T: Mud.
S1: Whatyou mean?
77 Oh, OK. OK. You know what dirt is.
S2: Mmhmm (affirmative).
S3: Dirt.
77 OK When it rains, the dirt turns into mud.
S2: Lodo.
77 Wet.

S3: Lodo.
S4: Lodo.

T: Lodo?
S3: Yeah.
S4: Lodo.

77 MUDDY (in a deep voice). M-U-D-D-Y. MUDDY. (Everyone laughs a
lot) DIRTY D-I-R-T-Y. DIRTY. (Everyone laughs.) This is the FBI (he
laughs). OK, that's what mud is. How do you say it, lodo?

S4: Lodo.
T: Lodo.
S3: Lodo.
T: Loco lodo. OK. What is a camper, Maria?

S1: Like a van with a bed, kitchen, and bathroom.

These data were collected and transcribed by Mandy Dealand; reprinted
from Allwright and Bailey, 1991, p. 143.
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Several interesting things happen in this brief interaction, First, the
teacher told me that Maria ?SI) was the quietest and least proficient student
in class. He said she seldom asked questions, but here she asks, “What you
mean?” The teacher chose not to correct her grammar error (“_What do you
mean?”). Instead, he responded by explaining that mixing dirt and water
produces mud. (“You know what dirt is.... OK. When it rains, the dirt turns
Into mud.”%Meanwhne, three other students then said lodo, the Spanish word
for mud. The teacher s;[)elled the words dirty and muddy for the class in the
middle ofjoking about the FBI eavesdropping on their classroom interaction
through the researcher’s tape recorder. The other students appeared to be
heIpmg S1to understand the word. mud by providing the Spanish word. At
the end of the episode, the teacher joked dhout “loco’lodo” E)crazy mud) and
the lesson moved on.

What do you think of this teacher’s use of joking? What roles can humor
play in a language class—and specifically in a speaking class?

There are some benefits of L1 use in _Ian?uage classes. For example,
research has shown that learners use their first Tanguage to manage tasks in
the ,tar?et language bay getting acquainted with’ the texts, Rlctures, or
manipulables to be used in'the tasks (Swain and Lapkin, 2000). They also use
it to clarify their understanding of the task and to set their goals (Brooks and
Donato, 1994). Research in Australia identified four functions of L1 use in the
language classroom (see also McCarthy and Walsh, 2003, pp. 178-182):

1. task management: discussion about how the task should be
completed or how the written text should be constructed

2. task clarification: discussion about the meaning of the
task...instructions _ ,

3. vocabulary and meaning: discussions about lexical choice and
definitions of words , ,

4, grammar: deliberations about grammatical points

(Storch and Wigglesworth, 2003, p. 763)

In this study, the learners said that using their native language helped
them “to provide each other with difficult vocabulary and explanations of
rammar, particularly when they did not have the required metalanguage”
%Storch and Wigglesworth, 2003, p. 765). Metalanguage, is language used
to talk about Iang_uage. When we refer to grammar categories such as subject,
verb, and direct object, we are using metalanguage.

Chapter 5

Reflection

Look back at the four Extracts in Chapter 4—the transcripts of three advanced
learners of English involved groupwork. The students shared a common L1
(Japanese) and were not closely supervised by the teacher. Locate all instances
of their use of Japanese. What do you conclude?

3. Reticence and dominance in speaking activities

A great deal of research has shown that students are often hesitant and
anxious about speaking the target languagg in class. In fact, researchers have
St_Udled language classroom anxiety. ThIS term refers to the 5|t_uat|onally
trlggiered anxiousness that learners experience when they try to interact in
the Target language during lessons.

Think about a time when you were learning a new language, when you
were still at the lower levels of your speaking ability. Did you feel
uncomfortable about speaking that language initially? If so, what made
you feel uncomfortable? List three things that made you feel anxious.

What can we, as teachers, do to help our learners overcome their anxiety
and take advanta%e of opﬁortumnes to practice speaking? A group of
secondary school EFL teachers in Hong Kon? studied their own' English
classes (Tsui, 1996). They first gathered data through a variety of means
(videotaping, audiorecording, surveying the studentsg and examined the data
to see what they could learn about their students’ oral participation in
English. As a result, they found some predictable and some unpredictable
reasons for their students’ reticence to speak English. On examlnlnq their
data, the teachers learned the students' reticence could be attributed to five
factors: (1) the students’ low English proficiency; (2) the students’ fear of
mistakes and the derision they thouHht theK would face as a result; (3) the
teachers’ intolerance of silence; f(4)t e teachers' uneven allocation of turns:;
and _(5% incomprehensible input from the teachers. The first two results were
Predlc able, but the teachers were surprised bK the other three. It seems the
e?_chers themselves were creating conditions that contributed to the students’
reticence.

_ These teachers then came up with the following strategies for dealmg
with the students’ reticence. First, they lengthened their wait-time an
improved their questioning techniques. They tried to accept a variety of
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answers and build in peer supriort and groupwork. They also made an same time). For example, in lines 8 and 9, %/ou’ll see that Igor says “Yeah”

attempt to focus on content. Finally, they worked at establishing good while the teacher is saying “the pollution problem.” X’s represent speech that
relatlonshlﬁs in their classes (Tsui,“ 1996, pp. 148-164). Their research was too indistinct toy trganscritge well, pAs you read '[hES excerBt, try to
suggests that teachers can take steps to reduce learners’ anxiety and determine how Igor gets so many turns.

encourage them to speak more in clags. _ _ ,
The “opposite Problem of the reticent learner in a speaking class is the

person who tends to dominate classroom interaction. This student may speak | Extract2 . . .
a great deal because of personality traits, cultural issues, proficiency, or any T: Yeah. Or to make an accusation. OK. You say he he did, he killed
combination of these factors. Whatever the reason, it is not uncommon to that man, OK. You claim, that, butyou, if you can't prove i itss only
find a few learners who seem to ?et more than their “fair share” of the talk a claim. Yeah?
time. Here is some good advice Tor both kinds of learners from a popular S2: Its to say something louder?
teXt 00K: T: No. That would be exclaim. To, to, make shout, say something loud,
its exclaim.
P Example 1 S2: He claims...
) T: Yeah.
Takmg Tums S2: | think they'd better produce electric machine for car to use.
When you speak in a group, it important to take turns. 1f you like to talk, make sure that you give T: For, for to end the pollution problem?
the quieter ?roup members a chance to speak. You can help them by asking them for their opinions. s2: Yeah.
Ifrou don’f like to talk, force yourselfto make at least one comment. If you are shy, sometimes it ——
helps to write down your ideas first and then say them. _ .
T: Yeah. OK. What does this mean? ‘Get to’? Uh.
Quest: Listening and Speaking in the Academic World, Book One Ss: XXX
(Hartmann and Blass, 2000, p. 254) Originally from Allwright, 1980; reprinted from Allwright and Bailey, 1991, p. 125
. Extract 2is from a lower intermediate evening class of adult ESL learners | dHer?\l th? ‘heaCh,er-ff-'“ttﬁ“tsvhv-e”-d'9‘”g thJestl%n a_boutlsa ing sorrr]]_ethmg
ouder, Next she clarifies that his idea about producing electric machines is
in Los Angeles. The transcript is an attempt to represent verbal interaction as lated t ilution. Finallv. she tries t th 02 d
related to air pollution. Finally, she tries to move the cfass on to a discussion
it actually a{Jpened. The following excerpt is from a vocabulary lesson. The of get to, the next item on the Vocabulary Tist
vocabular}/ items the teacher is focusmg on are claim and get to éas in getting !
someone o do_something). The vocabulary came from a reading, passage

about air pollution. One Student (S2 in Extract 2), a man from Russia whose
Pseudonym is Igor, %ot interested In the topic of air pollution, In fact, it seems
rom the transcript that he wanted to talk about air pollution issues more than
about the vocabulary items, _ _

- The extract usesa variety of conventions to represent spoken language in
writing, The boldface Prlnt ﬁ‘or instance, when the teacher says “That would
be exClaim”) represents heavy contrastive stress on the word” (exclaim versus
claim). Indented lines indicaté turn overlaps (two people speaking at the T. OK. It says the group has been trying to get the government, the

city government, to help uhm draw special lanes, lanes like this
(draws on board) on the street. OK. These are for cars. These are
for bikes... (pointing to the blackboard).

The teacher of this class said that Igor often talked more than the other students
and got more than his “fair share” of the speaking turns in class. Look at Extract 3,
the next segment of transcript from this lesson. How does Igor get turns? How
many questions does the teacher ask Igor in this second segment of the transcript?
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Reflection

S2: You know, in Moscow they reproduce all all cab.
T: Uhm?

S2: They reproduced all cabs XXX.

T: They produce?

S2: Reproduce.

T: DYyou mean uh they they use old cabs, old taxis?
S2: No, no, no, they reproduced all A-L-L cabs.

T: All the cabs?

S2: Yeah, all the cabs for electric electric, you know electric (points to
the electric light).

T: Cab. Oh, you mean they made the cabs in down in downtown areas
uh uh use electric uh motors?

S2: Yeah, no downtown, all cabs in Moscow.

T: Where?

S2: In Moscow.

T: Oh. And it’s successful?

S2: Yeah.

T: OK. Uhm. Just a second, lgor. Let’s what does this mean? Ifyou get
someone to do something. Uhm.

Originally from Allwright, 1980; reprinted from Allwright and Bailey, 1991, pp.
125-126

If you count you will see that the teacher asks Igor six questions, and he
responds to all six of them. So one way to look at the teacher’s view that I?or
was tatklng|too many turns is that the teacher herself was giving him too
many turns!

What can you do as the teacher if someone seems to dominate the class
discussions? If you think the behavior is negative, you can try to adjust the
turn distribution system in your class. Think of three things this teacher
could have done to get other learners involved in the discussion with Igor.
Share your ideas with a classmate or colleague.

_ The, challenge in workmq with students who tend to dominate classroom
interaction is t0 get them o manage their turn-takmﬁ behavior without
dlscouraqmg them from participating. Here are some techniques you can use
to control the speaking turns in your lessons:

Chapter 5

* Put every student’s names on an index card. Shuffle the cards and
call on the students randomly.

* Have a student who has finished speaking choose the next person
to talk.

* When several students are bidding for turns, tell them the
sequence in which they will speak: “Okay, | see several raised
hands. Let's hear first from AN, then Mohammed, and then Amel.”

« Give the most talkative students special, non-talking responsibilities
(scorekeeper, recording secretary or notetaker, timekeeper, etc.).

e Talk to the dominating students individually and explain to
them that everyone needs a chance to talk.

Figure 1 shows that classroom turns can either be initiated by a student
or by the teacher. If a student seeks, takes, or makes an opportunity to talk in
class, it Is called a self-initiated turn. The student can either hid for turns
(.0., bx raising his hand, bY saying, “excuse me,” or by takmg a sharp
inbreath, mdlcatm%adeswe 0 speak) or take an unbidden turn Dy simply
speakmg ?IUt In other words, bidding for turns is done hoth verbally and
non-verbally.

_Speakmy turns are also distributed by the teacher initiating the turn-
taking. Teachers initiate students’ turns €ither by directly nominating an
individual to speak or by posing a question or task to the class in general.
Again, direct and general nominations for turns can both be done verbally
and non-verbally.

PARTICIPATION

Figure 1 Some factors in observable participation in classrooms (Allwright and
Bailey, 1991, p. 128)
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Look back at Extracts 2 and 3 on pages 165 and 166, the entire transcript of the
teacher interacting with Igor. How many self-initiated turns does Igor take? How
many teacher-initiated turns is he given? Compare your tabulations with those of
a colleague or classmate.

Ironically, one student dominating a class_discussion seems to be most
problematic’in “teacher-fronted” lessons. This phrase refers to classes in
which the teacher manages the turn taking, nominates most of the topics, and
generally controls the discourse, often from the front of the classroom. You
can dlsruPt this teacher-fronted pattern by using groupwork, Palrwork, or
individual work on a reqular basis. For inStance, you can put two or more
vocal students in a group together to accomplish a task. As an alternative, you
can give the students a groupwork task and appoint a typlcally quiet learner
to represent each group and report to the whole class arterwards. That way
you can make sure the quieter students get a chance to talk.

In open discussions or report-hack sessions after groupwork, you can also
have the student who is speakmq select the next person to speak. They can
either do this by naming the next person, or if you are w_orka with a calm,
well-behaved group of adults, tossing a plnﬁ-pon_g or tennis ballto the person
who’ll speak next can be a novel way of a ocatln% turns.

It is often a good idea to maintain an element of unpredictability in the
turn distribution process. Ifyou smplx go down the rows of students desks,
or call on students in sequence along the tables in the classroom (for instance
in conducting a workbook activity), students often predict what task or
question will be theirs. As a result, they may focus only on that issue, not
Ilstenmgtto their classmates or preparingto respond to any other questions or
comments.

_In Chapter 4 we saw several excerpts of speech from the groupwork
discussions of Nori, Mari, and Toshi, three native speakers ofJapanese who
were advanced learners of English. At the end of the group time, the teacher
commented to these three Students about their interaction during the
groupwork. Their conversation is presented in Extract 4:

| Extract 4
Instructor: Are you guys done? Are you finished? Or not yet?
Nori: Wete finished.

Instructor: ‘Cause | have to say while | was listening to you guys talk it
was so nice to hear, you know? Because a lot of times in
class | don't hear your voices and you guys are really bright
and you have all of these great ideas and, you know?

Chapter 5

Speak up, because you have really good things to say, you
know? How do you feel about in class, speaking up? How
does it make you feel?

Nori: Sometimes | feel | don't need to speak because other guy
speaks.

All: (much laughter)

Instructor: OK, yeah.

What does Nori's comment suggest to you as a teacher? Is it the teacher’s
responsibility to get all the students to speak? If so, how would you like to
achieve this goal?

_ Some teachers “reward” classroom participation (or penalize the lack of
i) by giving grades or points for speaking in class. This practice is
controversial and could even heighten the problem for students who are
anxious about speakln? in a foreign language. It could be argued that
students have a right not to talk in class, and that it is the learners themselves
who should choose if and when to speak. This issue is related to the concept
of learning styles.

4. Learning styles in the speaking class

In any speaking class, your students may he very different from one
another in terms of how they Rartmp,ate. Some interactional differences are
due to personality factors &suc as being shy or having an outgoing nature).
Others may stem from cultural differences { (., some cultures value silence
more, than™ others). Still other differences may come from the students’
learning styles. o

Learning styles are “the way we learn things in %eneral” (Brown, 1994,
p. 105). They are “natural, habitual, and preferred ways of absorbing,
Eroces_smg and retaining new information and skills” (Kinsella, 1995, p. 170).

earning styles are relatively stable %though not unchangeable). For example,
some students are visual learners who henefit from seeing charts, dla?rams,
and models. Others are kinesthetic learners, who grefer physical activifies for
learning new material or skills. (See Christison, 2003, for & helpful discussion
of learning strles.),_ S ,

In Australia, Willing identified four kinds of prevalent styles among adult
learners of English. Concrete learners enjoyed using gdmes, films, and
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cassettes. They like talkm? in pairs and practicing English outside of class,
while analytic learners prefer working alone, reading, and studying grammar.
Communicative learners like talkingto friends in ngllsh, listening to native
speakers, and learning through conversation. In conirast, authority-oriented
|earners want to learn by reading, to write everythlnq in their notebooks, to
have their own textbooks, and to'have the teachér explain new concepts. (For
more detailed information about these four types of learning styles, see
Willing, 1987, and Nunan, 2005.)

Reflection

Think about these four learning styles: concrete, analytical,
communicative, and authority-oriented. When you are learning a foreign
language, does one of these labels describe your preferred learning style?
Imagine teaching an English lesson based on conversations among pairs
of students. How do you think each type of learner would feel during a
speaking lesson?

One learning sttyle issue that influences learners’ speaking in class is the
contrast between reflectivity and impulsivity, Reflective learners 1prefer to
think about their answers or comments before speaking in class. hey are
generally cautious, while impulsive learners tend to be more impetuous
and maY take a gamble. T_%e_y may reslpond |mmed|ateéy, often’ before
they've thought through their ideas comﬁ etely. So in an English speaking
class, impulsive learners are t¥p|cally those who will speak out quickly;
ﬁerhaps_wnhout much concern Tor accuracy. Reflective learners, on the other
nand, will want to think through what they have to say before speaking out
in class (Brown, 1994, pp. 113-114).

Reflection

170

Think about yourself as a language learner. In class are you more of an
impulsive learner or more reflective when you speak a second or foreign
language?

The reflectivity-impulsivity dimension is one we ,Iangua?e teachers
should be aware of. Brown says, “teachers tend tojudge mistakes too harshly,
especially in the case of a learner with an impulsive Style who may be more
willing than a reflective person to gamble at a correct answer” (1994, p. 113).

Chapter 5

Perhaps Igor (in Extracts 2 and 3) is an example of an impulsive student, and
Maria_(inExtract 1) mar be more reflective. Brown adds that teachers must
be patient with more reflective learners, who may need more time to produce
utterances during speakmg classes. .

As teachers, we should not assume that students who don't talk much in
class are not participating. Some learners prefer to listen more than speak.
Others speak very quletly—almost_prl\,/atel% For example, | gnce participated
in research on classroom turn-takm% in which stereo recording microphones
were hung above the students’ heads. When the research team transcribed
one lesson, we found that a learner we called “Chuck” talked more than
anyone else. The teacher thought we had labeled the transcripts wrong,
because in her experience, Chuck rarely spoke in class. When we played the
tai)e_ for her, she was very surprised because she could clearly hear Chuck
talking a great deal— fact, almost constantly throu%hout the lesson. It turned
out that Chuck had heen slttmg| directly Under the sensitive microphone,
which_recorded all his quiet talk. The" teacher had thought he was not
participating-mayhe not even payln? attention-when, in fact, he was
actlv_elly engna_ged In the lesson. He was talking quietly to himself, rather than
publicly to™nhis classmates or the teacher. o

We should also remember that just because students are quiet, it doesn't
necessarily mean the¥ are not participating on some level. Look back at
Figure 1on page 167, at the box under “unobservable acfivity”-the box
labeled “attention.” How can we as teachers tell when quiet students are
Rartlmpatm_g in class? Sometimes we can watch their e?/e movements and
ead nodding. At other times detecting attention is subtler. For instance, in
Extract 1about mud, we can tell that Maria is paying attention, even th_ouqh
she doesn’t speak after her first question, because she responds immediately
and quickly to the teacher’s follow-up question about campers.

If possible, observe an English class. For two minutes focus on a learner who is
very quiet, but seems to be involved in the lesson. Make a list of all the
observable manifestations of attention that you notice.

With a little structure, both the reflective and the impulsive learners in
your classes can use speaking opportunities to their advantage. The key is to
not only heg) both groups use their strengths, but also build on” their
weaknesses. Before the actual speaking part of an activity you can sometimes
have the individual learners write down what they would like to say before
they speak. This added step gives the reflective [earners time to plan what
they want to say, and the |mRu|3|ve |learners time to focus on the accuracy of
their responses. Or you can have learners turn to someone next to them and
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%uletly say their answers to their partner before speaking to the entire class.
his. “ouzz with a buddy” step gives reflective learners validation and
confidence, and it may give the impulsive learners feedback about their
accuracy. . . : . :

_Angth,er technigue for balancing reflective and impulsive learners’ oral
participation is to build in an extended quiet writing step before having a
general discussion. For instance, with intermediate English students, you can
Use an activity in which each student must make two or three suggestions.
The suggestions they make would be related to recent lessons, Teadings,
discussions, and so on (for instance, two suggestions about recycling in your
town, or f())r saving money, or for making new friends, or for iniproving ane’s
test scores).

5. Responding to oral errors

Reflection

172

When ESL and EFL learners make errors in their speaking, it can be a
potential crisis point for students and teachers alike. Learners’ oral errors
present a dual dilemma for you as the teacher. First, you must decide whether
or not to respond to an error and treat it in some way. Second, if some kind
of response is needed, who should do it, and how should it be done?

Think of a time when you were learning a new language. Did you always
want someone to correct you if you made an error when you were
speaking? Why or why not? Does your answer to these questions change
depending on whether it was a mistake in grammar, vocabulary, or
pronunciation?

Is it really necessary to react to every error a learner makes when speaking
English? ReSearch has shown that teachers react to errors more often than
non-teachers do. In addition, non-native speaking teachers react more often
than native-speaking teachers. These findings suggest that teachers—especially
non-native teachers—may be more sensitive to errors than other people.

In fact, there are some good reasons not to react to learners’ oral errors.
We don’t want to discourage students who are trying to communicate their
ideas and feelings and in fact, people often get their point across even when
they make mistakes. In addition, research suggests that correctlngf?_rammar
points which are too advanced for the learners’ current level of Tinguistic

Chapter 5

development probably doesn't result in learning anyway.

Who should treaf learners’ errors? Oddly enough, students may learn
more if theY, themselves correct problems in theirspeech. If the teacher
S|mpI¥ supplies the correct form, the learner may not recall and internalize
that form—especially durm% the pressure. of Communicating durmg_ an
on-gom_g conversation. On the other hand, if the learner has to work a Dit at
producing the correct form, doing so may be memorable, and could promote
actual learning (in addition to suStaining’the conversation).

Look back to Extracts 2 and 3 above (pp. 165-166). Underline each error in
Igor’'s speech. Compare the errors you marked with those identified by a
classmate or a colleague.

Next, look to see whether or not the teacher responded to those errors in some
way. If she did respond, how did she choose to treat the error? With your
colleague or classmate, brainstorm some ideas for alternative ways of
responding.

There are many ways teachers can help students correct their own speaking
errors, For instance, if a learner says, “l go to the movies yesterday,” you can
point backward over your shoulder to indicate that past tense is needed. You can
also get the student to repeat the utterance and just raise your hand in a gentle
cautioning movement, palm outward, at the point where he makes an error.
lemﬁ a simple hint may allow the learner to work out the problem on his own,

There are also times when_ peer correction can be very effective—
especially if it is done in a positive, supportive way. If a learner is having
trouble with an utterance, a classmate can often cdach him and provide a
missing word or structure. Be sure to return to the original speaker if you
elicit peer correction, so that he can repeat the corrected form aloud. The
%0|nt is.not to_embarrass the students or set up a competitive environment.

ather it is to increase student participation and support. o

Another issue is when to treat learners’ speaking errors. Sometimes it is
best to make a note about learners’ errors and return to them later. You can
respond to errors immediately, or [you can wait until the student has finished
speakln%. Or you can save some fime at the end of the lesson to deal with
errors that ardse during speakmq practice. You can also collect examples of
learners’ errors and use them as the focal point of future lessons. _

In general, the f)l’aC'[ICe IN Communicative Language Teaching IS
not to Interrupt a learner to react to an error if he is commumca_tmg%us
message successfully even with the error. Instead, teachers using this
approach typically Tocus on oral errors if they disrupt communication.
Another widely accepted strategy is only to treat those errors in structure,
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6. Speaking activities in large classes

174

voca_bularY, pronunciation, or speech acts that have already been covered in
previous lessons. Another idea is to separate initially léssons focused on
accuracy from those focused on fluency, and not to deal with errors durln%
fluency ‘practice. Whatever your choic may be, it is important not to trea
errors in a punitive fashion, or to belittle the students when they are working
hard to communicate in a new language.

Turn back to Extracts 1, 2, 3, and 4 in Chapter 4 (see pp. 146-150). Underline or
highlight errors the learners make during their groupwork discussions. Is there
any evidence that any of these errors impeded communication? Next, choose
one or two errors that were made during those discussions. If you were the
teacher and had overheard these utterances, would you (a) correct the errors
immediately, (b) wait until the student had finished speaking and then respond,
or (c) make a note of the errors and treat them in a future lesson? Explain your
choice to a classmate or colleague.

One of the most challenging situations is teaching speaking in large
classes. It is not unusual in many parts of the world to have forty or fifty
students in one room, and to teach several Iarge g[roups e,veEy d_ar. Shamim
1996) wrote about classes of 45 to more than 100 Students in Pakistan. Nunan
2005, p. 158) states that classes of 30 to 130 occur in man?/ parts of the world.
LoCastro reports that, “language education in developing countries is
typically carried out in classrooms with 150-300 learners and sometimes
more” g2001, D, 494). (See also Sarwar, 2001) _ ,

LoCastro (2001) studied teachers’ views of the problems involved in
teaching large classes. Several of these are directly related to teaching
si)eakmg (op. 494-495). Compared to small classes, teachers with large
classes may experience the following:

« more difficulties in carrying out speaking, reading, and writing tasks

« difficulties in monitoring work and giving feedback

e problems with individualizing work

 difficulties in setting up communicative tasks

* tendency to avoid activities that are demanding to implement

e pairwork and groupwork often cumbersome to execute

« high noise level, affecting neighboring classes

« difficulties in attending to all students during class time

e more acute discipline problems

» crowd phenomenon: students not listening to teacher and other students

Chapter 5

These issues do present challenges in speaking classes with large numbers
of students, but the challenges are not_insurmountable. Depending on your
local constraints and resources, you will be able to deal with some of these

concerns.

Choose three of the points in this bulleted list that seem particularly challenging
to you. Talk to two or three experienced teachers about their strategies for

dealing with these issues.

What can we, as teachers, do if we are faced with these issues (or think

we mlght be)? Here are a few strategies for dealing with some

concerris.
Issue(s)

Difficulties in monitoring work and
giving feedback

Problems with individualizing work

Difficulties in setting up communicative
tasks; pairwork and groupwork often
cumbersome to execute

Noise level is high, affecting neighboring
classes

Difficulties in attending to all students
during class time

of these

Strategy n

Set up a clear system for self-checking
and/or peer-review of homework and in-
class exercises.

Design a simple process of gathering stu-
dents’ ideas. For example, give out strips of
paper at the end of a week that say, “The
next thing | want to Wc)))rk on is

Establish routines for groupwork and pair-
work. Make sure learners understand
the value of groupwork and pairwork.

Talk to neighboring teachers. Explain that
speaking classes entail a certain amount
of noise. Talk to class members about
keeping their voices low. Conduct some
pairwork or groupwork activities in “whisper
mode.”

Decide what “attending to students”

means. If you cannot spend much time
during class with all the students, try to
establish another way of connecting. For
instance, arrive early and greet every stu-
dent as he or she enters the room. \]

Figure 2 Some issues and strategies for teaching large classes
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Of course, these strategies are not foolproof, and there are probably
many other wa)(]s to deal with these challenges. Wherever you are teaching
(or hope to teac % ifyou are not a memper of that particular culture, be sur
to ask local teachers about what activities are or are not acceptable in that

context.

Choose two or three issues from the bulleted list (p. 174) and brainstorm other
possible solutions with a classmate or colleague. Share your solutions with the
class or work with some colleagues.

There are two key issues to keep in mind when teachm% speaking to Iarge
classes. The first is for us to giet yast the idea that as teachers we should De
mteractm_?,wnh one learner at a time, while the others wait and listen. Many
opportunl ies for student talk can develop when we cha_n%e the usual control
patterns that dominate teacher-fronted classroom interaction. Second,
es_tabllshlnq set routines for doing groupwork and pairwork can help you
with the classroom management and provide students with many more
oppartunities to talk. o

Sometimes having the students speak in unison can be useful. choral
repetition Was a reqular practice in the Audiolingual Method When
teachers were trying {0 instill good speaking habits in the students. Choral
repetition as a Procedure fell out of favor when audiolingualism began to
wane. It doesn’t allow for creative language use, since the students are just
repeating what the teacher said. However, there are times when havm? the
group speak in unison can be very helpful, for instance, in learning the stress,
pitch and intonation contours Of Enlgllsh utterances. In addition, | have
noticed that reticent or less confident fearners sometimes seem to feel “safe”
during moments of choral repetition. - o

One useful technique you can use in choral repetition practice is called
the backward build-up. (This technique is also called “back-chaining.”) If
you sa ann? sentence ﬁ)r he students to repeat th%y may forget parts of it
and falter. But if you start at the end and gradually add phrases, they will be
able to recall and reproduce the utterance. For example, consider the
sentence, “Mei-ling rode the bus to her job ever?]/_mor_nm ."In a backward
build-up, the choral repetition would look something like this;

| Extract 5
77 Every morning
Ss: Every morning
T: To herjob

Chapter 5

Ss; To herjob

T: To herjob every morning

Ss: To herjob every morning

T: Rode the bus

Ss: Rode the bus

T: Rode the bus to herjob

Ss: Rode the bus to herjob

T: Rode the bus to herjob every morning
Ss: Rode the bus to herjob every morning
T: Mei-ling rode the bus.

Ss: Mei-ling rode the bus.

T: Mei-ling rode the bus to herjob every morning.

Ss: Mei-ling rode the bus to herjob every morning.

The backward build-up technique, is useful for introducing a long
sentence and teaching the class the intonation curves of an Utterance.
Providing this kind of guidance and structure can keep learners from getting
confused. In m eerrlence, it is often when students are confused that an
activity gets off track, Those learners who are lost may ask their classmates
for guidance (which is in general a positive step, although it generates more
noise in_a crowded classroom). Some learners may ask the teacher for
clatr{)flcat&on, but while the teacher tries to explain to thiem, other learners can
get bored. _ _

Many teachers—espeuallF new teachers—worry about losing control of
the class during speakm? activities. They fear that the students will get off
task, or start speaking only in their first Ianguagle, or make mistakes speaking
English. It’s true that any of these things could happen, butfyou can help
prevent these problems by using clear, systematic procedures for structuring
groupwork and pairwork. _

_For example, you can start getting. students used to groupwork and
pairwork without & great deal of confusion by having them” work with the
people seated right near them. Later, when they are accustomed to gettmg
Into pairs and %umkly starting to work, you can have them number off aroun
the room (1-2-3-4, 1-2-3-4I) and have each person with the number 1 pair with
someone who is a 3, while the 2’s and the 4’ Falr up.

If there is physical space for the students to move around, you can also
have each person draw a slip of colored paper or a number from a box._If
gou have a class of 40 people, for instance, make four sllops with 1 four with
2, four with 3, and so on, up to four with the number 10. Students then get
into groups of four depending on the number they draw.
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One important way to manage groupwork is to give clear instructions
before putting the students into groups. There are several ways to do this.

* Read the instructions aloud, step by step, or have a student with a
loud, clear voice read them aloud.

» Write the instructions in short, clear imperative sentences that
list the steps the students are to follow.

« After the instructions have been read aloud, call on a student to
repeat or paraphrase them loudly for the class. If he leaves any-
thing out or gets something muddled, ask another student to
add to what he has said. (If you do this regularly, the learners
will soon see that they must pay attention to the instructions.)

» Print the instructions for the task on colored slips of paper. (If
you use different colors for the various components of a jig-
saw task, for instance, the color of the paper can be the way
students find their groups.)

* Model the activity for the students.

e Tell the students explicitly what they need to take with them
(pens, pencils, their textbooks) before they move into their
groups.

« Post a public copy of the instructions on the board or the
overhead transparency projector so everyone can see them.

With a classmate or colleague, brainstorm other strategies for managing
groupwork. If possible, observe two or three experienced teachers using
groupwork or pairwork. Find out what techniques they use.

Another challenging context is teaching speaking in multi-level classes.
Unless you are teaching true beginning level students, every class will have
some variation, but _man;/ groups have widely different proficiency levels in
one class. Why is this 50

Some Tprograms don't use placement tests, and students enter classes
based on factors other than their language level. For instance, in adult school
programs in the U.S., it is not uncommaon for learners to attend classes that
are convenient for their work schedules. In EFL conversation courses,
learners often choose to attend a particular class because their friends do (ie.,

Chapter 5

for the social value of the class), and not necessarily because it’s the
appropriate level for them.

Some prp%rams may use placement tests that don’t evaluate the students
speaking ability. Some” learners score well on grammar, vocabulary, and
reading tests, but their sp_eaklnq skills may be less developed. Other students
who have stronger speaking skills may not be very good in grammar, so they
will score lower on grammar oriented placement’tests.

Another circumstance that leads to multi-level classes occurs when new
students are Fut into classes on the hasis of their placement test scores, while
continuing students advance through the curriculum on the basis of their
work in the class. In a study of university students in California, Brown (1980)
found that learners who “started out In a lower intermediate class, then
progressed to an intermediate class and then to an upper-intermediate class,
_con5|sten_tl¥ scored lower than students who placed directly into the
intermediate or upper-intermediate class. In other words, even though the
learners in Brown’s study worked hard and passed their courses, those
students who came through the system didn’t seem to catch up with those
who were placed directly into the more advanced class. N

In speaking classes with students at various levels, the less proficient
learners ma}/ eel intimidated by their more advanced classmates. On the
other hand, the more proficient learners may feel that the other students slow
them, .down. However, with some initiafive you can prepare speaking
activities that will engage all the learners.

If possible, ask two or three experienced teachers how they deal with speaking
activities in multi-level classes.

When you are working with multi-level classes it is helpful to think about
each learner’s strengths. Some students may be more fluent, while others may
be more accurate, Some have creative ideas but may not be able to express
them well in English, Some have academic strengths, while others have more
varied and interesting life experiences. If you as the teacher publicly
recognize and reinforce the various learners’ talents and strengths, your
students will also reSEect each other’s contributions,

In groupwork situations, you can assign roles to_different students, or
have them choose their management responsibilities. For example, it is often
helpful to have a timekeeper, a note-taker, and someone who will report back
to the entire class at the end of the %roupwork. A53|gn|nﬂ]d|ffer_ent roles to all
of the students over time can help you encourage the quieter students,
distribute talking turns, and provide opportunities for balanced interaction.
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Reflection

8. Technology and teaching speaking

Look back at the four extracts in Chapter 4 (pp. 146-150). The three
advanced students involved in groupwork had all been placed into this
course. How well do you think they carried out their discussions?
Underline utterances that support your opinion.

There are many ways that teachers can use techno_logiy to teach speaking
and_pronunciation: These include familiar technological resources, ‘such as
audio and videorecorders, but computer technology now offers many
possibilities as well. These options consist of pronunciation software, vocal
message exchanges, chat rooms, cotFora, concordancing programs, the
Internet, and language teaching Web sites. o

Pronunciation software Can be very helpful to individual learners
and classes (Murphy, 2003). Some programs allow students to listen to a
model utterance, repeat the utterance, and see a visual comparison of their
speech with the model. The visual |ma%e can help learners match their pitch
and intonation contours with those of the model. (See, for example, Moholt’s
1988 report about using computer programs to improve Chinese learners’
English pronunciation.) o _ , _

One example of Pronunmatlon software is “Streaming Speech,” which

was designed to help upper-intermediate and advanced learners with
listening and_ pronunciation. There is a CD-ROM and a student’s hook
gCauIdweII, 2003), which can be used mde?endently or with a class.
tudents hear samples of British English utterances,” record their own
speech, and compare it to the models on the CD. At the Web site
(www.speechinaction.com), there are downloadable resources, including
scripts and communicative activities. _ _ _

Students can get feedback from the teacher on their speaking by using
modern technology too. For years, teachers have had students record their
speech onto audiocassettes. The teacher typlcally listens to the audiotapes
and then provides individualized feedback to the' learners. You can also set
ulo audiotape “swaps,” in which each learner records an audio message to a
classmate and pairs of students exchangie tapes. _

A more convenient modern technolog accordmgi to Chan (2003) is the
free Internet plaxe_r-recorder called PureVoice: “Instead of t %lng a text,
students record their voices using a computer’s microphone, The Tesulting
sound file can be attached to any email” (Chan, 2003, p. 55). The students
and teacher must all have the PureVoice software in order to exchange
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spoken messages, but the technological process can be more convenient than
exchanging audiocassettes. _ . _
Chat rooms af€ Parts of Web sites where the users can interact with one
another. It used to be the case that such “conversations” were typed, but now
the technology allows for voiced chats, where students can actually converse
with other English learners and/or with_a teacher. There is some evidence
Qepson, 2002) that communicating in voiced chat rooms gives learners many
opportunities to negotiate for meaning, particularly as they try to understand
ong another’s pronunciation. One Web site where learners can participate in
voiced chats is www.englishtown.com. _ .
A corpus IS a body of computerized text stored in_an electronic
database. It may be based on written language or transcripts of spoken
Ian?uage. Corpora ithe Latin plural) are collections of text. They provide
useful databases for teachers and learners to investigate how language is
actually used. Corpora can be electronically searched for particular
grammatical structures, vocabular¥ items, idiomatic expressions, and so on.
Ong well-known  corpus o s[?,oken English 1s CANCODE-the
Cambridge-Nottingham Corpus of Discourse in_English. This corpus was
built by & researchteam at the University of Nottingham, with funding from
Cambridge University Press. Several samples from the corpus are available
in Exploring Spoken English by Carter and McCarthy (1997), two of the
researchers. CANCODE consists of five million words of conversation,
including examples of narratives, service encounters (e.g., at the post office,
ordering food In a restaurant), debates and arguments, and many other types
of modérn spoken English mnteractions. o
Another very useful corpus is MICASE-the Mlchlgan Corpus of
Academic Spokén Enqllsh. This corpus currently consists of over 150
transcripts with nearly Two million words. This corpus can be searched for
free by anyone who visits the Web site, which provides search tips and
classroom worksheets for teaching English. It also explains the transcription
conventions used. The speakers are hoth male and female students, who are
gghlr\geesand non-native speakers of English, in graduate and undergraduate
Concordances ale computer programs that locate and_hI?hhght words
or patterns in corpora. Programs such & Monoconc electronically Search the
database to find items designated by the program user. Concordancmg
makes it easy for teachers and researchers to see ow language structures an
vocabulary are really used in natural speech. _ _
How can English teachers use a concordancmdg l&ro(g{;ram with a corpus in
teaching speakln(f; and pronunciation? Carter and McCarthy (1997) provide
a good example from CANCODE:
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| Example 2

Activity
English has a system of tags which speakers can put at the end of what they say. For
example:

You're French, arentyou?

He’scoming tonight, is he?
What do you think these tags are for? Make notes and/or discuss with a partner
why you think speakers use tags. Are there other types of tags apart from the two
types in the examples above?

Exploring Spoken English (Carter and McCarthy, 1997, p. 42)

The unit contains a transcript of a conversation between two old friends.
Both are males in their forties. The conversation was recorded on a warm
evening in the garden of a village pub in England.

Example 3

Speakers and setting

<S 01> male (40s
<S5 02> male (40s

Two old friends who haven't seen each other for a few years are ‘catching up’ with
each other. They are in a village pub dgarden on an exceptionally hot summer’s
evening, talkingabout <S 01> children.

Transcript
1<S01>  Areyoudtill playinger
2 <502> -Gui-tar
3<S0D  lrish music, yeah

4<502> No Idon't play very much now, no, not at all
5<S0D Uthought you were touring the

Chapter 5

6 country at one point
7<502>  [laughs] No, ler..we go, we listen to it quite a lot, every time we
8 go to Ireland we erm, you know, seek out good musicians and er do

9 quite a lot of listening and of course we still buy a lot of records,

10 bought a lot of records overthe last few years, but erm, there’s not
1 actually anybody to play with around here, you know [<S 0 1> mm]
v there athere’ a session every Sunday night in Cambridge ina pub
3 and that's erm about it... do you still listen to Scottish music?

14 <S0I>  Ver..since this pair have arrived [<S 02> mm] very very little, cos

5 you just dont have the time, and with the new house, and with the
16 garden [<S 02> Mm] occasionally Itake fits of putting stuff on, not as
i much as before

18 <S02>  They do Is'pose take up a lot oftime, don't they, kids?

19 <S01> (They take up a lot
20 of, Imean, normally, you get, ifyou'e lucky they're all tucked up in
yil bed by eight-thirty [<S 02> mm]...that’ ifyou're lucky, and then er
22 <§02> Do they sleep all night without erm waking up, did they wake up last
23 night, they didn't [<S 01> no] did they, no, [<S 02> no] didn't hear
24 athing

25 <S01>  Jamie normally, you put him in his cot and he's... he's gone

26 [<S 02> mm] he sleeps he's very good at sleeping [<S 02> mm]

2 Thomas is a bit of a pain [<S 02> ah] all sorts of things frighten him,
28 you know [<S 02> yeah] wakes up with nightmares and that

29 [<S 02> does he] yeah some nights we change beds about three or
30 fourtimes, he comes into our bed and there's not enough room and
kil 50 1go into his bed and he comes back in so to my bed and his bed
32 and chopping and changing

33 <§02>  Itsextraordinaryto think they have bad dreams, well, Isuppose they
34 dream of images they Ve seen during the day, probably dream ofthat
3% bloomin' duck or something

36 <SOI>  Oritjust might be a car, noisy car going past the window or

3 something, wakes them up

38 <502>  Mm..it5goingto be hot tonight... in bed, isn' it

39 <S0I>  Mm

Exploring Spoken English (Carter and McCarthy, 1997, pp. 42-43)

Reflection

What use could a teacher make of a corpus like CANCODE or MICASE?
Think of two or three ways you could use such a corpus to help you plan
a speaking lesson, or design speaking-related activities for your students.

At the end of the transcript, the authors provide this helpful chart

showing all the tag questions used in the conversation.
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| Example 4

Comments on activity
Tags in this extract;

118 They do Is'pose take up a lot of time, don't they, kics?
H.22-23  Did they wake up last night they didnt [no]
1.28-29 Wakes up with nightmares and that <§ 02> does he
138 Itsgoing to be hot tonight... in bed, isnt it

Exploring Spoken English (Carter and McCarthy, 1997, p. 45)

The authors then comment on tag _(iuestions in spoken English. They use
the data from the corpus transcript to illustrate their points;

| Example 5

Points to note:

Tags have a very strong INTERACTIONAL effect in the conversation, reinforcinF
intimacy and informality. In the first case (1.18), the tag is followed by a lexica
repetition (with kids) of the subject pronoun they. This Is an example of a TAIL. lails
are frequent when speakers are commenting and evaluating states of affairs, and

often accompany tags.

In 1.23, die speaker answers his own question (they didn't) and adds a checking tag
(did they). Speakers often use tags to check or confirm information in this way.

In 129, note that tags often occur in the listener’s response, to express the listener’s
reaction, or just to provide an acknowledgement or BACK-CHANNEL.

In 1.38, the speaker assumes agreement on the part of the listener, and signals this
assumption with the tag.

Exploring Spoken English (Carter and McCarthy, 1997, p. 46)

The Internet can also growde learners with rich sources of input, both by
readlnfq and by listening. Students can find interesting authentic materials on
the Internet, in the form of news, weather reports, songs in English, blogs
(onling personal journals), sports reports, and so on. These texts consist of
varied grammatical structures and wide-ranging vocabulary, which the
students hear or read in context. You can give your students tasks hased on
finding particular information on the Internet. They can then report on their
search orally to the class at the next session, Even b_eglnnmgnstudents and
false beginners can benefit from the Internet information searches, especially
ifyou have them work in pairs or teams.

Chapter 5

Finally, there are now many Web sites that actually teach students about
speak|ngi_and especially about pronunciation. Others provide teachers with
information about helpln% learners improve their pronunciation. For
example, at www.sunburstmedia.com, both teachers and learners can
find useful resources, including accent reduction tools for learners,
based on audio and videotapes. A Web site at Georgia State University
provides links to _many other sites that teachers will"find helpful. (Visit
www.gsu.edu/~eslimm/ss/furtherreading.ntm for more information.)

In'summary, modern technology offers English teachers many ways to help
|earners listen fo, interact in, and investigate English, The use of technology can
be especially helpful in EFL contexts, since it can enhance students
opportunities to hear and read authentic, interesting discourse, Computer-
based resources can also provide teachers with quick access to lesson plans,
reference materials, and classroom activities for teaching pronunciation.

\

9. Conclusion

In this chapter, we have considered some of the key issues in teaching-
speaking. Among the many challenges teachers face are’working with large
grouRs and multi-level classes, encouraging reticent students to speak in class
and elpm$ domlnatln?_students to participate appropriately. We considered
the role of students’ Tirst language use in the speaking classroom, and
concluded that using the LI Can'in fact help promote participation and
possibly language learning. In discussing language Iearnln%_ styles and
strategies, we saw a relationship between impulSive and reflective”learning
styles and the tendency to speak out or hold back in class discussions. We
bnele examined some issues related to the treatment of learners’ oral errors,
And 1o conclude, we examined the possible contributions of technological
advances, particularly in teaching pronunciation and providing students with
on-line speaking opportunities.

Further readings

carter, R. and M. Mccarthy. 1997, Exploring Spoken English. Cambridge:
Cambridge University Press.

This book is based on selections from CANCODE, a corpus of modern spoken
English. The book contains a helpful glossary and twenty units based on transcripts
of actual, unscripted conversations. Each unit contains an activity, a short
description of the speakers and the setting, and a brief transcript, which is followed
by a general commentary as well as line-by-line commentary and suggestions for
further reading.
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TESOL Quarterly. Volume 37, Number 3, Autumn 2003,

This special issue is an outstanding source of information about using corpora in
English teaching. Itincludes a review of useful Web sites and information on

concordancers.

Helpful Web sites

The University of Michigan’s Corpus of Spoken Academic Discourse
Wwww .Isa.umich.edu/eli/micase/micasematerials.htm)
This Web site provides a variety of authentic speech samples from postsecondary

academic settings.

The Cambridge-Nottingham Corpus of Discourse in English
(Wwww.cambridge.org/elt/corpus/cancode.htm)
This Web site is an excellent resource for authentic samples of modern spoken

British English.
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