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      Teaching Speaking                     

     Christine     C.  M.     Goh    

    Abstract     To teach speaking requires planning of activities which not only allow 
learners to practise oral language but also focus their attention on important linguis-
tic elements that can improve their accuracy. Drawing on a substantial research 
base, this chapter discusses key dimensions in teaching speaking that can develop 
language learners’ fl uency, accuracy and complexity, as well as guiding them on 
how to manage their cognitive and affective learning processes in a holistic 
manner.  
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1       Introduction 

 In today’s English classrooms, we often see language learners sitting in pairs and 
groups talking or working together on a task. Such kinds of activities are aimed at 
helping learners gain confi dence and fl uency in speech and are particularly neces-
sary in countries where English is not widely used. This practice is based on the 
assumption that through frequent practice with their peers, learners will transfer 
speaking skills from the classroom to real-life communication. This approach was 
identifi ed in a review of speaking instruction by Burns ( 1998 ) as the indirect/trans-
fer approach. Another approach she identifi ed is the direct/controlled approach in 
which learners focus on getting the forms of the language right through direct 
instruction of grammar and pronunciation through drills, structure manipulation and 
consciousness-raising activities. This direct approach was common before 
Communicative Language Teaching (CLT) methods became infl uential in many 
parts of the world resulting in the currency of the indirect/transfer orientation in 
speaking activities. 

        C.  C.  M.   Goh      (*) 
  English Language and Literature ,  National Institute of Education, Nanyang Technological 
University ,   Singapore ,  Singapore   
 e-mail: christine.goh@nie.edu.sg  

mailto:christine.goh@nie.edu.sg


144

 On the whole, there have been no perceptible paradigm shifts in methods and 
practices for teaching speaking (Goh and Burns  2012 ; McCarthy and O’Keeffe 
 2004 ). Nevertheless, new understandings of the relevance of discourse analysis and 
features of spoken English have resulted in an expansion of the scope of the direct/
controlled approach. This expanded approach, informed in part by genre theory, 
introduces learners to a variety of spoken texts and their respective discourse struc-
tures through direct teaching of language and discourse knowledge needed for suc-
cessful oral communication (Burns  1998 ). Additionally, corpus research work such 
as the CANCODE spoken corpus (McCarthy and Carter  1995 ) has provided evi-
dence of signifi cant differences between spoken and written English and their peda-
gogical implications (Carter  1998 ). There are compelling reasons why a methodology 
for teaching speaking today would need to move away from a model based entirely 
on written language to ensure that the language that second language (L2) learners 
develop is natural and refl ects the way English is spoken in real-life (McCarthy and 
Carter  2001 ), a view that is also shared by some practitioners (Goh  2009 ; Timmis 
 2005 ). 

 Taking into consideration the pedagogical landscape for speaking instruction, 
this chapter proposes a comprehensive and holistic approach, which integrates the 
combined strengths of direct and indirect instruction with the power of learners’ 
metacognition (cognition about thinking and learning processes). This approach is 
further informed by some recent research fi ndings on pedagogical processes that 
can scaffold the development of L2 speaking. Within this discussion, I will explain 
the construct of speaking and highlight pedagogical procedures that can contribute 
positively to speaking performance. I will present the implications of such under-
standings and suggest pedagogical principles that can enhance current practices for 
facilitating second language speaking development in and beyond the language 
classroom.  

2     Second Language Speaking 

 Understanding what speaking entails is essential if we are to teach it well. We often 
say someone is a good speaker because that person speaks confi dently, fl uently and 
grammatically. In some learning contexts, a person may be considered a good 
speaker if he or she sounds like a speaker from one of the traditional native-speaker 
countries such as the UK or the USA. Some people may say that a good speaker is 
someone who is able to infl uence others with his or her words. While ‘good’ speak-
ing may seem such a self-evident phenomenon, the construct of speaking is any-
thing but simple. In this section, we will examine what L2 speaking is by discussing 
the concept of speaking competence and the processes involved in speech produc-
tion. This is followed by selected research highlights that offer pedagogical proce-
dures that can potentially enhance L2 learners’ speaking performance. 
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2.1     Speaking Competence 

 Speaking involves dynamic interactions of mental, articulatory and social processes. 
To express a message, speakers need to decide what to say and use their linguistic 
knowledge to construct utterances and encode this message in sounds and sound 
patterns that can be recognised and understood by their listeners. They also need to 
consider the context of interaction and engage their listeners in socially appropriate 
ways through various linguistic choices and forms. For example, speakers may 
choose to use certain vocabulary or register when speaking with people with whom 
they have shared knowledge and experience. Speaking is also infl uenced by varied 
cognitive and affective factors, such as the ability to process speech quickly and 
feelings of anxiety respectively. To begin our discussion, it is instructive to examine 
a description of L2 oral communication by Johnson ( 1981 , p.11) that is still very 
much relevant today:

  Consider for example what is involved in producing a conversation utterance. Apart from 
being grammatical, the utterance must also be appropriate on very many levels at the same 
time; it must conform to the speaker’s aim; the role relationships between the interactants; 
to the setting, topic, linguistic context, etc. The speaker must also produce his utterance 
within severe constraints; he does not know in advance what will be said to him (and hence 
what his utterance will be a response to); yet, if the conversation is not to fl ag, he must 
respond quickly. The rapid formulation of utterances which are simultaneously “right” on 
several levels is central to the (spoken) communicative skill. 

   Johnson identifi es critical aspects of L2 speaking that are elaborated in the sec-
tions that follow. 

2.1.1     Enabling Skills 

 An important characteristic of competence is the ability to produce utterances that 
are grammatically accurate, a notion we will return to later. Accuracy alone, how-
ever, is insuffi cient. Competent speakers need to use language for myriads functions 
so as to achieve a range of communication goals. They do this through various sub- 
skills that enable them to navigate the social elements at work in any interaction so 
that what is said is not only clear but also appropriate to the context and acceptable 
to their listeners. To do this, they need to determine what type of information and 
how much of it is needed, as well as effective ways to express their meaning, orga-
nise their speech and articulate the sounds that accompany their speech intelligibly. 
The centrality of skills in the conceptualisation of speaking competence is demon-
strated in various discussions of the construct of speaking in which a number of 
production and interaction skills have been identifi ed. Goh and Burns ( 2012 ) have 
grouped speaking skills into four sets or clusters of skills, each with many sub-skills 
respectively that are appropriate for the learning and communication needs of 
learners: 
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   Pronunciation Skills 

 These skills that are articulatory and phonological in nature enable speakers to pro-
duce sounds at the segmental and suprasegmental levels. At the segmental level, 
learners need to articulate discrete sounds such as vowels, consonants and diph-
thongs, and clusters of these sounds through movement with and inside of their 
mouths to produce intelligible sounds through the articulatory tract. The supraseg-
mental level concerns overall sound patterns of utterances or parts of an utterance 
and are realised mainly but not exclusively through prominence (stress of selected 
syllables in key words) and tones (pitch movements in selected key words). 
Suprasegmental features are not mere reproduction of sentence stress patterns to 
show attitude or emotions, as suggested by some instructional materials for pronun-
ciation. Instead, they have important communicative value and are produced in 
response to the real-time unfolding of meanings in discourse during any interaction 
(Brazil  1985 /1997). Consider the following example:

  A: Where’s my bag? 
 B: //UNder the  TA ble// 
 A: (Looking at the top of table) Where? 
 B: //NOT  ON  the table//  UN der it// 

   B’s fi rst reply shows what would normally be considered as “correct” stress pat-
tern because the key content word ‘table’ is given the more prominent stress. In B’s 
second reply, however, the stress is not on the word ‘table’ because this information 
is no longer new but is given or shared. Instead, the stress is found in grammar 
words in the form of the prepositions ‘on’ and ‘under’ where greater prominence 
has been assigned to show the contrast in the location of the bag.  

   Speech Function Skills 

 We use speech to perform speech acts, that is to say we produce spoken language to 
get things done. To achieve this, speakers need to produce utterances that can con-
vey desired communicative functions through a combination of appropriate lan-
guage use, vocabulary choice and grammar. Inventories of language functions for 
speech can be found in many skill-based language syllabuses or documents such as 
the Common European Framework Reference that specify the competencies that 
language learners are expected to achieve at various levels of profi ciency. There are 
many basic language functions that learners need to show, for example, inform, 
accept, decline, request, explain and describe. Individual learners’ functional reper-
toire will depend largely on their contexts of interaction and the purposes for which 
speech can fulfi l. Compared to young learners, adult learners in academic or profes-
sional situations would need to convey more complex functions such as negotiate, 
advise and argue.  
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   Interaction Management Skills 

 Some speech functions are directly related to the ability to manage an interaction or 
regulate the fl ow of conversations. Just as children learning their fi rst language need 
to learn how to initiate and sustain face-to-face interactions, language learners need 
to develop skills to do so in another language. These include but are not limited to 
initiating an interaction or conversation, taking turns, giving turns, asking for clari-
fi cation, changing topics and closing an interaction. Adult learners’ prior experience 
would allow them to understand the moves needed in face-to-face interactions, but 
they still need to learn to use the language to convey these moves. Formulaic expres-
sions for indicating the specifi c functions are an important part of learners’ reper-
toire of interaction management skills. Moreover, because of cultural differences, 
language learners will also need to recognise their interlocutors’ moves as well as 
creating moves and utterances in socioculturally appropriate ways themselves.  

   Discourse Organisation Skills 

 Most spoken interactions occur in contexts where participants have equal or similar 
opportunities to talk. Very often, however, language learners may have longer turns 
and are required to produce extended pieces of discourse, for example, when giving 
a presentation, explaining or describing procedures and narrating an event or a story. 
They will therefore need skills to construct these spoken texts in ways that are con-
sistent with the sociocultural conventions for the respective genres in the language 
being learnt. In addition to knowing about discourse routines (the stages and moves 
that are typically found in specifi c contexts), learners need relevant language to 
frame the moves. For example, in giving a presentation, learners must make use of 
discourse markers to signpost transitions. These markers can be simple such as 
using the word ‘Next’ or complex such as including a summary of what has been 
said and progressing to the next ‘We have just examined X, let’s now consider Y.’ 
Young learners learning to tell a story in the target language will need to know the 
structure of a narrative (orientation-problem-resolution-coda) and use markers to 
indicate these transitions.   

2.1.2     Communication Strategies 

 Communication strategies are special techniques that learners need to employ dur-
ing oral communication. They can have a social function for enhancing interaction 
or a psycholinguistic function that compensates inadequate vocabulary and other 
language-related problems (Nakatani and Goh  2007 ). Given the constraints of time 
and inadequate language mastery, learners also often need to employ communica-
tion strategies to keep the conversation going or to prevent fl agging (Dörnyei  1995 ). 
For example, learners may use interactional strategies such as asking for clarifi ca-
tion or repetition and comprehension checks before responding to their interlocutors 
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to ensure that they can give a correct response and gain time while formulating a 
response. Less profi cient learners who do not understand what they hear and are 
unable to express their meanings immediately may ask for assistance directly. They 
may also adjust their message according to their competence by reducing what they 
say to the minimum or steering the conversation away to a new topic which they are 
more familiar with. 

 Learners may also use formulaic expressions or discourse markers, such as 
‘Well’, ‘Yes, that’s a good point’ as hesitation devices to gain more thinking time, 
and use generic terms or vague words such as ‘thing’ to substitute a more precise 
term which they do not know in the target language. This last strategy is also called 
approximation and is an example of cognitive strategies used for solving problems 
when L2 speakers encounter gaps in lexical knowledge and related linguistic prob-
lems. Other cognitive strategies include paraphrase, circumlocution, word coinage 
and borrowings from L1. Learners can also use metacognitive strategies to plan 
what they want to say, self-monitor during speaking and evaluate their language and 
message after speaking (Bygate  1998 ). Given the position of English as an interna-
tional language, learners must also develop strategies that enable them to communi-
cate across cultures (see Newton, this volume).  

2.1.3     Language and Discourse Knowledge 

 The notion of grammaticality in Johnson’s ( 1981 ) observation was concerned 
mainly with syntactic (word order) and morphological features such as verb infl ec-
tions, and noun plurality. In recent decades, however, our understanding of grammar 
has expanded to include knowledge and use of grammar in relation to spoken genres 
as well as structuring different kinds of spoken genres, i.e., types of texts produced 
in different communicative events, such as conversations, lectures and interviews, 
according to the sociocultural context (Burns  1998 ). Speakers need to use grammar 
that supports the production and organisation of the respective genres. For example, 
in producing oral narratives or stories, various forms of the past tense are most com-
mon whereas giving instructions or directions (e.g., procedural texts) will require 
the use of the imperative forms of verbs. Another extended notion of grammaticality 
is the speakers’ knowledge of and ability to use spoken grammar, as it would no 
longer be possible to ignore the compelling evidence from spoken language data in 
any discussions of speaking pedagogy (McCarthy and O’Keeffe  2004 ).    

3     Processes in Speech Production 

 Our understanding of L2 speaking has been informed by useful models of speech 
production in cognitive psychology. One model that has been adopted in several L2 
speaking discussions is Levelt’s ( 1989 ) framework of conceptualisation, formula-
tion and articulation based on fi rst language speakers (see Bygate  1998 ). 
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Conceptualisation is a speaker’s mental planning process to determine what he or 
she intends to say. Information is selected and intentions of speech acts are activated 
at this stage. Such a mental concept or plan may exist as a general idea, but the mes-
sage still has to be expressed in relevant words that are strung together grammati-
cally. This requires the accessing and retrieval of vocabulary that is stored in long 
term memory existing as individual words, phrases or even complete chunks of 
utterances as well as the application of grammar knowledge of the language. During 
the process of formulation, speakers will actively draw on their knowledge of the 
language to express their meaning as clearly and precisely as possible. The actual 
expression of the ideas for the listeners occurs when the words are said aloud 
through phonological encoding at the segmental and suprasegmental levels. This 
physical process which is called articulation is brought about by the activation and 
control of components of the articulatory system. 

3.1     Directions of Speech Processing 

 According to Levelt ( 1989 ), while the processes of conceptualisation, formulation 
and articulation often occur interactively, they can also take place in a linear man-
ner. This is to say that one process may occur while another is still taking place, but 
it is also possible that speakers may engage with the processes separately before 
speech acts are performed through a demonstration of the individual or collective 
functions of the utterances. Interactive speech processing occurs more commonly in 
spontaneous speech production where speakers have to decide what to say, how to 
say it and say it aloud. In L2 speaking this also presents the greatest challenge for 
learners and they may have to resort to communication strategies to buy time as we 
have discussed previously. They may also have to process their speech in a linear 
manner such that one process (for example, articulation) occurs only after another 
(for example, formulation) has completed.  

3.2     Metacognitive Processes 

 In addition to these cognitive and articulatory processes, speech production also 
frequently involves metacognitive processes. These are mental processes operating 
at a level beyond the direct manipulation of language and ideas. Metacognitive pro-
cesses manage and regulate speech as it is processed cognitively and articulated 
physically. A primary metacognitive process is monitoring (Bygate  1998 ). This 
occurs when speakers check the accuracy and appropriateness of what is being said 
and how it is being said all the time when they are saying it. Another metacognitive 
process is evaluation which takes place following speech production. Speakers may 
review what they have just said and decide whether they have been effective in con-
veying their thoughts, ideas or information and the achievement of their 
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communication goal. This may occur immediately after an utterance is articulated 
or at the end of a speech event. Another key metacognitive process is planning and 
this may overlap with the conceptualisation phase in situations when speakers have 
plenty of time to think about what they want to say, for example in preparing for a 
presentation.  

3.3     L2 Speaking Performance 

 Although language learners also engage in similar processes of speech production, 
they encounter various challenges that can affect their speech fl uency. To explain L2 
speaking performance, a multidisciplinary, cognitive science framework was pro-
posed by Segalowitz ( 2010 ) that is informed by neurocognitive science and social 
psychology of bilingualism. It explains L2 speech performance in terms of the 
dynamic relationships among a number of variables or sources, which can variously 
exert demands on L2 learners’ speech. These are cognitive perceptual systems that 
underlie speech production, utterance fl uency features (e.g., speech rate, hesitation 
and pausing), motivation (e.g., willingness to communicate, beliefs, language and 
identity, and the concept of L2 self), the social or interactive communicative con-
text, and fl uency-relevant perceptual and cognitive experiences (e.g., exposure, 
opportunities for repetition practice). L2 fl uency is therefore affected by many 
demands, such as a limited cognitive processing capacity because conceptualisa-
tion, formulation and articulation need to take place within constraints of limited 
content, language and discourse knowledge. Some learners may also be hampered 
by inadequate cultural knowledge that can otherwise enhance their oral communi-
cation and enhance their confi dence when talking with English speakers from other 
countries. 

 In a face-to-face communication situation where there are time pressures to ‘per-
form,’ learners will focus more on conveying the meaning of what they want to say 
rather than worry too much about the accuracy of their language (Skehan  1998 ). In 
other words, many learners may not have the luxury of time and processing capacity 
to monitor what they say constantly. This said, language learners do try to check on 
what they say whenever possible in order to enhance their performance, and their 
self-monitoring processes are evident in the presence of self-repairs. Learners do 
notice their mistakes or lack of clarity and correct themselves. At the same time, 
language learners also employ communication strategies to seek assistance, gain 
extra time or improve what they say. The ability of language learners to maintain 
interaction no matter how challenging this proves to be as well as compensating for 
a lack of lexical knowledge shows they also engage in the metacognitive processes 
of planning, self-monitoring and evaluation.   
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4     Speaking Tasks 

 Teachers plan a range of speaking tasks with various levels of demands and out-
comes to give learners opportunities to practise their spoken English. Some of these 
tasks may require learners to talk together in groups to arrive at a solution to a given 
problem while others may simply require them to exchange specifi c information. 
There are broadly three types of speaking tasks that encourage genuine communica-
tion among learners: communication-gap tasks, discussion tasks, and monologic 
tasks (see Goh and Burns  2012  for details). In communication-gap and discussion 
tasks, learners interact with a partner or others in small groups to convey informa-
tion and viewpoints to achieve a communicative outcome. There are many forms of 
‘gaps’ in communication-gap tasks and these include missing information or details 
which one learner will have to describe, narrate or explain to their partner. 

 In comparison, discussion tasks create an even more authentic context for speak-
ing and interaction because learners share their personal views with one another. 
When they have to discuss an open or controversial topic, for example, learners can 
draw on their own background knowledge, experience and beliefs. When a consen-
sus or solution is required, they will have to negotiate with one another for an out-
come that everyone can agree on. Sometimes, group discussions can also occur 
through simulations, which are classroom activities that reproduce or create a situ-
ation that is close to real life concerns. In simulations, learners are given scenarios 
in which they take on a role, such as a doctor, a Member of Parliament, a school 
counsellor, and a parent to discuss an issue with others taking on other roles. 

 In contrast to the two kinds of tasks just mentioned, monologic tasks require 
learners to present ideas, information and views individually to a single listener or a 
group of listeners. For example, they may give a talk, tell a story or present a report. 
They may also speak extensively on a topic or a theme without interruptions. They 
may be asked to give spontaneous and unedited talks or planned and rehearsed ones. 
These ‘performances’ can be done in front of the whole class, but doing them in 
small groups is preferable because it reduces anxiety for the speakers and enables 
peers to ask questions and give feedback in a less threatening environment. Teachers 
can plan different kinds of monologic tasks and vary the duration of the monologue 
according to learning objectives.  

5     Enhancing Second Language Speaking Performance 

 Speaking in a second language clearly presents many challenges to language learn-
ers. These challenges, however, do not always get addressed in the classroom. 
Although students have opportunities to develop their confi dence and fl uency 
through oral activities, they do not in general receive much of the scaffolding they 
need for learning and improvement to take place during the instructional process. 
Spurred by their motivation to succeed, many learners may put in extra time and 
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effort to practise their spoken English by using self-study techniques or seeking 
opportunities to speak with more competent speakers of English. Some learners 
may fi nd their progress slow while others may feel that they do not learn enough by 
just practising in class with peers who are not any better than themselves. These are 
genuine concerns, and there are ways for teachers to support learners and help them 
succeed. Recent research has provided new understandings about cognitive and 
general learning processes for L2 learners, and these understandings can provide 
further directions in the way we enhance speaking pedagogy. I discuss below three 
strategies that can enhance L2 learners’ speaking performance. 

5.1     Pre-task Planning 

 Some researchers have investigated whether it was useful to give learners time to 
plan and prepare for a speaking task and how pre-task planning might have an 
impact on their fl uency, accuracy and language complexity (see for example, Skehan 
and Foster  1997 ,  2005 ).  V arying degrees of positive effects have been reported for 
all three dimensions of speech but the effect on accuracy is still inconclusive. 
Another type of pre-task planning focuses on the strategies that learners could use 
during the task to facilitate communication and intelligibility. Strategy training con-
ducted at the pre-task stage enabled some learners to apply strategies during speak-
ing and produce speech that was signifi cantly more fl uent than that of learners who 
did not receive any training. In addition, pre-task planning time has allowed some 
test-takers to prepare themselves for a speaking test by using language-related strat-
egies as well as strategies for content and discourse organisation (Wigglesworth and 
Elder  2010 ). Some researchers speculated that while pre-task planning was helpful 
for learners, individual differences such as the ability for self-monitoring and repairs 
could confound the effects of pre-task planning, so other ways of helping learners 
improve their speech production such as task repetition should be explored.  

5.2     Task Repetition 

 Task repetition is the repeated use of the same or similar communication task or 
discourse sequences by learners with the same or different people (Bygate  2001 ). 
Research has shown that when learners repeated a speaking task they produced 
more accurate and natural speech and demonstrated better framing of their narra-
tives (Bygate and Samuda  2005 ). When repeating presentations to different audi-
ences, learners integrated lexical knowledge generated from the fi rst task, showed a 
wider range of lexical items and increased their accuracy in grammar and pronun-
ciation (Lynch and Maclean  2000 ,  2001 ). Allowing learners to repeat a task can free 
up valuable cognitive space for learners which would otherwise be severely taxed 
by the need to attend to different aspects of their performance. For example, when 
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task repetition was combined with a form-focused activity, learners were able to 
direct their attention more effectively at form in the repeat performance (Hawkes 
 2012 ).  

5.3     Metacognition Enhancement 

 Metacognition is an individual’s ability to think about his or her own thinking and 
learning. It encompasses knowledge of one’s own learning (person knowledge), the 
nature and demands of learning tasks (task knowledge) and how to approach these 
tasks (strategy knowledge), and the actual use of strategies for problem-solving as 
well as monitoring, regulating and orchestrating thinking and learning processes 
(Flavell  1976 ). The role of metacognition in learning has been discussed extensively 
in educational psychology. In L2 speaking, it has been examined specifi cally in two 
areas. The fi rst is the use of communication strategies as previously explained and 
the other is the development of learners’ metacognition about speaking through 
awareness-raising and strategy-instruction activities (Goh and Burns  2012 ). A 
recent study reported that a group of learners’ metacognitive knowledge about 
speaking improved substantially when they were given the Common European 
Framework of Reference (CEFR) level descriptors for speaking to support their 
learning (Glover  2011 ). The learners were also able to use the descriptors effec-
tively for self-evaluation of their speaking development. In another study involving 
learners of Chinese as a second language, the learners’ speaking improvement was 
attributed partly to the use of metacognitive refl ections in an intervention pro-
gramme (Tan and Tan  2010 ). One of the things that the learners did in this pro-
gramme was evaluating, monitoring and planning their speaking performances. 
Improvements in the pronunciation of a group of EFL learners were also attributed 
to their engagement in metacognitive processes such as weekly journaling (He 
 2011 ).   

6     A Comprehensive and Holistic Approach 

 There are many good teaching practices for speaking today. Although valuable and 
useful, they do not adequately offer scaffolding processes that allow language learn-
ers to benefi t more extensively from time spent in and out of class. This limitation 
therefore calls for an enhanced approach that is guided by a coherent understanding 
of the construct of L2 speaking, how relevant research fi ndings can inform peda-
gogy and the potential of metacognition for language learning tasks in and outside 
the classroom for speaking development. Such an approach addresses these ideas 
comprehensively and responds to learner needs holistically. Based on earlier discus-
sions about L2 speaking, a number of implications and pedagogical principles can 
be drawn for such an approach. These are presented in Table  1  below. These 
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    Table 1    Implications and principles for teaching speaking   

 Implications  Principles 

 Speaking is a complex and 
demanding language communication 
skill 

 Recognise that learners can experience problems with 
different processes relating to conceptualising their 
ideas, formulating the language to support those ideas 
and articulating the words through clear pronunciation 
and intonation 
 Create learning situations that are supportive and that 
can reduce learner anxiety 
 Plan speaking activities that require learners to focus on 
only selected aspects of speaking so as not to overly tax 
learners’ attention and processing capacities 

 Speaking lessons need to address the 
three aspects of speaking 
competence: skills, knowledge and 
strategies 

 Ensure a balanced coverage of enabling skills that are 
appropriate for your students’ learning needs 
 Plan your lesson objectives by selecting only one or two 
categories of core speaking skills and specifying 
enabling skills to be developed 
 Create opportunities for learning of language and 
discourse knowledge in a lesson sequence or a series of 
related lessons 
 Help learners focus on the language that is needed for 
using the skills before and after they have completed a 
speaking task 
 Include activities that promote the learning and use of 
both types of communication strategies 
 Teach phrases and expressions that can support the use 
of interactional strategies 

 Oral practice activities alone are not 
suffi cient for helping language 
learners speak effectively 

 Conceptualize speaking lessons as structured learning 
experiences where learners can develop their 
competence through a combination of direct and indirect 
techniques 
 Plan activities to teach selected aspects of speaking 
competence explicitly 
 Enable learners to focus on grammar, vocabulary, and 
pronunciation at appropriate stages of a lesson sequence 
 Include activities that can raise learners’ metacognitive 
awareness about speaking processes and how they can 
manage their own speaking development 
 Activities that focus learners’ attention on language, 
skills, and strategies are an important part of teaching 
speaking 

(continued)
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considerations are relevant for the traditional face-to-face speaking classes as well 
as for speaking practice activities that are technology-enabled.

   Controlling the accuracy of language that learners produce by pre-teaching them 
the forms and structure of language and discourse is not always effective. Neither is 

Table 1 (continued)

 Implications  Principles 

 Learners’ speaking performance can 
be enhanced by reducing their 
cognitive load during speech 
processing 

 Teaching speaking is not the same as testing speaking, so 
teachers should provide scaffold and guidance to help 
learners succeed in each task 
 Before learners do a speaking task, they should prepare 
for it by focusing on one or two of these areas: content 
or topic, language and strategies 
 Time for pre-task planning can vary according to the 
demands of the ensuing speaking task and the support 
that learners get during the task 
 Allow opportunities for students to repeat a task 
immediately, following some explicit instruction or after 
an interval 
 Motivate learners by getting them to repeat a task in its 
original form with new speaking partners or in a slightly 
modifi ed form with the same ones 

 Learners need a variety of learning 
tasks to develop their speaking 
abilities comprehensively 

 Plan a range of speaking tasks to allow learners to 
communicate in different communicative events 
 Select the type of speaking task (communication-gap, 
discussion and monologic) that can best support the 
practice and development of the skills you have 
identifi ed in your lesson objectives 
 Identify the language and discourse knowledge that can 
support each task 
 Help learners plan various out-of-class learning tasks to 
strengthen the opportunities for practice and refl ection 

 Speaking lessons must address not 
only cognitive and linguistic needs 
but also affective and metacognitive 
ones 

 Structure each speaking lesson by combining activities 
that allow practice, noticing language as well as 
individual and peer refl ection 
 Provide prompts and guides that can increase your 
learners’ metacognitive knowledge about areas of 
speaking that they should focus on 
 When identifying topics for group discussions, include 
ones on learning to communicate so as to enhance 
learners’ knowledge of and engagement with their own 
speaking development 
 Encourage learners to self-assess their speaking 
performance and the impact of pre-task-planning and 
task-repetition on it 
 Provide feedback to learners on their speaking 
performance through teacher or peer observations 
 Use technology to help learners record and refl ect on 
their own speech production 
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it adequate to just plan practice activities in the hope that our students will eventu-
ally transfer skills and knowledge from classroom activities to fl uent communica-
tion beyond the classroom. The points presented in Table  1  illustrate ways in which 
teaching speaking needs to take a comprehensive and holistic approach. This 
approach combines the strengths of direct/controlled and indirect/transfer ways of 
teaching speaking, and integrates them with supportive metacognitive processes to 
provide learners with maximum benefi ts for speaking development. By doing this, 
we make the processes of speaking and learning to speak more visible to our learn-
ers. The objective of speaking instruction is to help learners develop the fl uency and 
accuracy of expert speakers who can convey their message clearly and effectively in 
socioculturally appropriate ways. Just as discourse analysis and conversation analy-
sis have prompted a renewal of the direct approach (Burns  1998 ), understandings 
about how cognitive and learning processes in L2 speaking can be supported can 
infl uence the way speaking instruction is carried out for the future. 

 An issue with speaking instruction is the transience of spoken language. Teachers 
seldom have a record of what their students say, especially when they are talking in 
groups and the teachers have to walk around the class to monitor what is said and 
help students with vocabulary and other things. More importantly, students them-
selves do not have a record of what they have said. This lack of permanence in 
learners’ speech production hampers opportunities for noticing and analysis, two 
important processes in learning. It is important therefore to fi nd ways of giving 
transient spoken language some permanence through the affordances of technology. 
For example, students can record their speech on their smart phones for review at a 
later time. The audio recordings can also be uploaded to a common platform used 
in the school or institution. Equally important is for teachers to make the speaking 
process visible to learners by giving the learners opportunities to focus on the 
knowledge and language that support the skills needed to accomplish a task as well 
as the strategies that may be needed to overcome limitations in their abilities. As 
video recordings are widely available nowadays on the internet, teachers can look 
for suitable recordings of expert speakers doing a similar task, such as giving a talk, 
or participating in an interview or a discussion. These can be used to show learners 
the way specifi c language and discourse items can be used to enhance effectiveness. 
Teachers should also embed within speaking lessons procedures such as pre-task- 
planning and task repetition which research shows can be benefi cial to learners. 
These pedagogical processes, however, are still rare in many speaking classrooms. 

 Most teachers would agree that learners can benefi t from getting extra time to 
prepare what they have to say. Preparation is believed to help them be more fl uent 
in their speech, use more appropriate vocabulary and generally become more gram-
matical in their production. If nothing else, the content of the speech or utterances 
will be expected to be richer because the students will have time to gather their ideas 
about what they want to say. This would enable learners to monitor their speech and 
do self-repairs when necessary to enhance the clarity of their message and the accu-
racy of their language. Including task repetition as a pedagogical procedure gives 
learners a second chance to improve their performance after the ‘rehearsal’ when 
the task was fi rst carried out. When learners do a speaking task just once, they 
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 typically do not give a complete and polished performance; mistakes are common. 
By repeating a task, they get a chance to integrate knowledge constructed in the fi rst 
attempt into the repeat performance. They also get the benefi t of evaluating their 
own performance and becoming more aware of the nature and demands of the task 
based on their prior experience. In most classrooms, learners do a speaking task 
before they move on to other language learning tasks for reading and writing. In 
some situations, speaking is seen as a pre-reading or pre-writing task instead of a 
learning task in its own right. By asking learners to repeat a task, teachers are high-
lighting to students that they are not just doing a speaking task but learning how to 
speak. 

 The approach presented in this article can be seen in the Teaching Speaking 
Cycle (TSC) by Goh and Burns ( 2012 ). In the TSC, learners develop their speaking 
through a number of activities and tasks as the teacher guides them systematically 
through each stage of the cycle. It engages learners, individually and with peers, 
through planned refl ective processes, oral practice with selected types of speaking 
tasks, activities for noticing and analysing language and discourse, repetition of the 
speaking task as well as input and feedback from teachers and peers. The seven 
stages in the TSC consist specifi cally of the following: focusing learners’ attention 
on speaking, providing input and/or guide planning, conducting speaking tasks, 
focusing on language/discourse/skills/strategies, repeating speaking tasks, directing 
learners’ refl ection on learning and facilitating feedback on learning.  

7     Conclusion 

 To teach speaking is to facilitate our students’ understanding of speaking processes 
and scaffold their development of speaking competence in a systematic and 
theoretically- principled manner. Speaking instruction should be more than putting 
learners in pairs and groups and giving them opportunities to communicate with one 
another in the target language. Giving students opportunities for practice does not 
automatically translate into learning the skills and language necessary for speaking 
effectively. Setting up an activity for oral practice is only one aspect of teaching 
learners how to speak. While the transfer or indirect approach has communicative 
authenticity, it needs to be enhanced so that our students can benefi t directly from 
scaffolding processes for maximum learning to occur in each lesson. At the same 
time, we need to exploit the strengths of the direct approach to enable learners to 
understand the language and discourse as well as skills and strategies that they need 
in order to gradually become effective L2 speakers. Last but not least, we need to 
recognise that learning to speak in another language can create a great deal of anxi-
ety for our students. They may also feel discouraged when they do not see improve-
ments or are confused as to how they can manage their own learning processes. 

 By acknowledging that students need to engage with their learning beyond the 
cognitive and affective dimensions of speaking, teachers can provide them with the 
kinds of support that are lacking in many speaking classrooms. An enhanced 
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 conception of speaking pedagogy involves planning of activities which are under-
pinned by metacognitive processes and which not only allow learners to practise 
using oral language but also focus their attention on important linguistic elements 
and oral communication processes that can further improve their performance. Such 
an approach can offer rich opportunities for practice while making the development 
of speaking competence a visible process that learners can increasingly regulate and 
control. It offers a speaking pedagogy that engages our students’ thinking, action 
and emotions.     
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