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9 Fluency-Oriented Second

DAVID BOHLKE

KEY QUESTIONS

» What does it mean to be fluent in a language!?

Language Teaching

» What factors make speaking a second or foreign language easy or difficult?
» How can teachers help language learners develop their oral fluency?

EXPERIENCE

Three second language students in three different
classes all responded to a question asked by a
teacher. Consider these scenarios.
Jason is asked what he is going to do after class.
He pauses and thinks intently. He looks down, his
lips moving silently as he formulates a halting but
grammatically perfect sentence. The teacher asks
him a follow-up question, and he continues in the
ame way. His second answer has an error with
ubject-verb agreement that he self-corrects.
Lucy is asked what she watched on television
ver the weekend. She immediately talks about a
lity show she saw and mentions how stupid she
ought it was, adding that she is looking forward
d new show that is previewing the following
end. She speaks fairly quickly, using conversa-
Lillers like um and you know. She speaks confi-
, but her speech is full of grammatical errors.
€X is asked to describe the people in his
+ He describes them with ease, speaking
than he normally speaks in class. He has
eq this question before in other English
th other teachers and always answers in
less the same way. When the teacher asks
* P€rson in his family he is most like and
ataloss for an answer.
-Ghb;ftpﬁlile three students do you think
- }‘fou (3417 yﬁu answer may depend.on
B . ltn the teacher had in mind
questiofllon. It may d.epend on what
£ the lesso‘:;asl asked in and during
- It may also depend on

what you understand fluency to mean and how
important you think fluency is.

In this chapter, I discuss what happens when
we speak a language, including how speech is
processed and the conditions that can make
speaking easy or difficult for learners. I explore
what it means to speak fluently. I look at ways of
improving oral fluency and the conditions that
can aid its development. Finally, I suggest prac-
tical classroom activities that can assist in making
students sound more fluent when they speak.

WHAT IS FLUENCY?

Fluency is often discussed in relation to accuracy.
While most second language professionals tend
to agree on what it means to be accurate in a
language, the concept of fluency is not as easy
to define. Hartmann and Stork (1976) state that
a person is fluent when he or she uses the lan-
guage’s structures accurately while at the same
time concentrating on meaning, not form. The
fluent speaker uses correct patterns automatically
at normal conversational speed. Interestingly, here
accuracy is seen as a major part of fluency.

An early advocate of the fluency-accuracy
polarity was Brumfit (1984). He contrasts the two
in pedagogical contexts and makes the distinction
that “accuracy will tend to be closely related to
the syllabus, will tend to be teacher-dominated,
and will tend to be form-based. Fluency must be
student-dominated, meaning-based, and relatively
unpredictable towards the syllabus” (p. 121).
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that fluency is meant

Brumifit further points out
anguage use, whether

“ro be regarded as patural 1
or not it results 10 native—speaker—like language

comprehension or production” (p- 56). It involves

maximizing the language SO far acquired Dy the

jearner by creating natural use in the classroom as

much as possible.
Fillmore (1979) proposes that fluency includes
es: (1) the ability to talk without awkward

auses for relatively long periods of time; (2) the
ability to talk in coherent and semantically dense
sentences that show mastery of syntax and semantics;
(3) the ability to say appropriate things 10 a variety
of contexts; and (4) the ability to us€ language
creatively and imaginatively. These are abilities
that language users all possess tO varying degrees:
Fillmore’s categories arc interesting in that they
relate to language but also to personality. They also
show that there s an interaction between language
use and knowledge of the world. In particular, this 1
seen in the third and fourth characteristics.

Hedge (1993) describes fluency as “the ability L0
link units of speech together with facility and without
strain or inappropriate slowness OF undue hesitation”

(p- 275). Similarly, Richards and Schmidt (2010)
describe fluency a8 “the features which give speech
the qualities of b and normal, including
native-like use of pausing, rhythm, intonation, stress,
rate of speaking, and use of interjections and inter-
ruptions” (p. 222

). These descriptions emphasize a
smoothness of language delivery, without 100 many
r hesitations.

They suggest patural Janguage
use, not necessarily speaking quickly.

Thornbury (2005) describes features of
fluency centered primarily around pausing. A
speaker’s rate of speech 18 jmportant, but it is not
the only factor OT even the most jmportant one.
Research on listeners’ perceptions of a speaker’s

fluency suggests that pausing is equally important.
Thornbury’s four features of fluency are:

four abiliti

eing natural

pauses O

1. Pauses may be long but not frequent.

9. Pausesare usually filled.

3. Pauses occur at meaningful tran

4, There are long runs of syllable
between pauscs:

¢, it seems, includes many

res that make 1t up

sition points.
s and words

Fluency asaconcep

tives, and the featu
debated. Koponen an
that “there can ultimately be no sing

definition of fluency”
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involved n defining fluency,
has already
(p- 90). This is evi
rating COI
It is also @ high priority
ers even after
study. There are many
want to feel mo
The use of
nology remains stron
need to receive high score
a Foreign Language (
Service, 2012¢), Test O
Communication
Service, 2012d), or other exams that re
English. There is,
show tha
do so with a hig
thus want to find
development in t
ers create learning
developed?

perspec-
are still being

d Riggenbach (2000) conclude
le all-purpose

(p- 19)- Despite the subjectivity

the notion of fluency

been shown “t0 be a useful concept a5 is”
dent in that fluency is an important
ssideration for many oral language tests.
for many language learn-
¢ their formal language
¢ this. Learners

reasons fo
re confident n speaking to others.
rch, and tech-

English in business, reseal

g. For many Jearners, there is a
on the Test of English as
TOYEFL) (Educational Testing
f English for International

(TOEIC) (Educational Testing
quire spoken

ure on teachers to
ly speak and can

they complet

therefore, press

¢ their students can actual
1 degree of fluency. Many teachers

ways to {ncorporate more fluency
heir classes. How can these teach-
conditions where fluency can be

CONCEPTUAL UNDERPINNINGS
What happens when we speak?

make speaking a second or foreign lan-
guage easy of difficult? Speaking s a complicated
endeavor, NO doubt, but an appreciation of what 18

involved in speaking can help 2 teacher prom’de the

best conditions possible for fluency to develop:

What factors

look to cognitive sCi
cessing. These pro
n provld

Speech processing. We can
dels of speech pro

ence for mo
cesses of what happens when we speak 2

important insights to the language teacher.
may come naturally to a native speaker may be quit

challenging to the language jearner. Citing Leve
(1989), Bygate (2001) describes what happenss
the planning and production pliases of speass
First, the mental process in which ambiguot®
imprecise potions are made clear and more pres
is called comeptualézatéon. The informat'lon’to
clected based on the speakers '
ceptual knowledge and other types of priot.

edge. What the speaker wishes to say may eXI58
The conceptualized informatio? 15

conveyed is

vaguely.

conveyed through the formulaLion of V

Meaning 18 expressed through forms, ab
tion O ral

time the speaker must give atten




and lexis. The concepts are realized when the words
are put together in the correct syntactic order. A
speaker may depend on formulaic expressions and
chunked language, such as collocations, functional
expressions, and idiomatic expressions. Finally,
the utterance is spoken, or articulation occurs. It is
phonologically encoded through the activation of
certain muscle groups of the articulatory system.
These three functions are what produce
speech; in daily speech, they happen more or less at
the same time. Success also depends on automation,
“to some degree in conceptualization, to a consider-
able degree in formulation, and almost entirely in
articulation” (Bygate, 2001, p. 16). It is challenging
for beginning second language (L2) learners to
manage speech fluency, since they lack automation.
It is therefore difficult for them to pay attention to
and process these speech processes simultaneously.

Speaking competence. For L2 learners to com-
municate effectively, they must have a reasonable
command of grammar and vocabulary. But this
knowledge alone is insufficient. Learners need
to develop a wide range of other skills. Four skill
areas of speaking competence are required for
effective communication (Goh, 2007). (See also
Goh, this volume.)

1. Phonological skills. Learners need to be able to
blend the phonemes of the language they are
learning. In addition, they must use appropri-
ate stress and intonation.

Speech function skills. Learners need to achieve
specific communicative functions in social and
- transactional exchanges, such as agreeing with

Stf{,‘: {

- You can use / mean
to repeat your ideas or to
Say more about something.

8 sersation -
wﬁ@t‘-dg

| 17i6df}

ing

Where do you go?
{-mean, do.you 4o
somewhere nice?

~ mean is one of the top 15 expressions. i ag‘

someone, asking for clarification, or offering a
reason.

3. Inleractional skills. In face-toface exchanges,
learners must manage interactions by regu-
lating turn-taking, redirecting the topic, and
negotiating meaning, in addition to initiating,
maintaining, and closing a conversation.

4. Lxiended discourse skills. Learners must often
produce long stretches of uninterrupted lan-
guage, and they need to structure what they
say so it is easy for others to follow. This
requires the use of established conventions for
structuring different kinds of extended spo-
ken language, such as narrative, procedural,
expository, or descriptive discourse.

In addition to these four skills, the use of conver-
sation management strategies can lead to more
effective speaking. These may be strategies for
enhancing one’s message, such as asking ques-
tions in two ways to be less direct or dealing with
communication breakdowns, such as rephrasing
to clarify meaning. Such strategies have been
identified and categorized and are now part of the
syllabi of several language textbooks. In Figure 1,
the use of I mean as a strategy for repeating or
expanding on a topic is explicitly taught.

Speech conditions. The conditions under which
speaking occurs play a major role in determining
the degree of fluency a speaker may be capable
of. These factors have been isolated and divided
into three categories: cognitive, affective, and per-
formance. Thornbury (2005) provides a useful
sumimary.

Do you know Fabio’s?
it’s. 0K. I'mean, the

I mean” a5 5 conversation strategy (based on McCarthy, McCarten, & Sandiford 2005, p. 49).
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Cognitive factors.
Familiarity with the topic. The more familiar some-
thing is, the easier 1t is tO talk about. Learners
usually find it casier to talk about their family,
friends, school, or work than it is to talk about
something unfamiliar or 1ess personal. As seen
in the Experience section at the beginning
of the chapter, this may be why Alex was able
to speak quite fluently on the topic of family,
although he faltered when presented with 2
question he had not encountered before.
Familiarity with the genve. Speech genres are
“particular language events, which unfold in
redictable and institutionalized ways and
move, stage by stage toward 2 recognizable
Completion” (McCarthy, 1998, p- 62). Giving
a speech of participating in a debate, for
example, will be easier if students are already
familiar with these particular genres.
Familiarity with the interlocutors. In general, the
more familiar speakers are with the people
they are talking with, the easier the conversa-

tion will be. A certain amount of shared knowl-

edge can be assumed.

Processing demands. Certain sp
involve complex mental
example, if 2 student is describing how to oper
ate a complicated machine, a diagram will gener-
ally make the description more comprehensible.

eaking activities
processing. For

Affective factors.
Feelings toward the topic 07 participants. If the
a positive feeling or attitude toward

speaker has
le involved, speaking

the topic O other peop

will generally be easier.
Self—consciousness. Some learners lack confidence

about their speaking skills. They can become
anxious OF stressed if called on randomly or put
on the spot by the teacher. In the Experience
section, Jason spoke haltingly and seemed
more concerned with accuracy than fluency.
This could possibly be attributed to his being
put on the spot. He may perform petter on the
same task, for instance, in a smaller group-

Performance factors.

Mode. Speaking face to face rather than over
the phone i easier for many speakers because
they can rely on gestures and body language.
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factors with personality. To al

port can often

presenting on
it on

Degree of collaboration. Peer SUp
make things easier. For many,
a topic with others is easier than doing

their own.
Discourse control. On the other hand, being able
to control the direction of events can be easier
than being subject to others’ control. As seen
in the Experience section, when Lucy spoke at
length about the topic with relative €ase, she
was able to answer the question posed but was
also given freedom by the teacher o expand

her answer.
Planning fime.

The more time the speaker has
to plan and prepare, the easier the task will be.

Time pressure. The more urgent the task, the

more pressure there will be. This can increase

the difficulty for the speaker.
Envimnmenml conditions. Students tend to per-

form better in a relaxed and noise-free class-

roont.

The interaction of cognitive, affective, and performance
arge extent, these

cognitive, affective, and performance conditions
also interact with personality, so it is not always
possible to predict exactly how easy Of difficult any
speaking activity will be for a particular speaker.
Being puton the spot, for example, can have a posi-
tive effect on some people’s speaking performance.
Some people fnd that working alone will pro-
duce better results than collaborating with others.
In any event, these conditions provide 2 useful
template for gauging how fluently 2 speaker may
perform on2 parti lso give usd

cular activity. They 2
window into the complexity of speaking for secon
and foreign language

learners.

Developing fluency

One the most challenging aspects about reach
ing a second or foreign Jlanguage 13 finding Wé&
to help learners improve their oral fluency. +
s especially tru€ in EFL contexts of FSL settfs
where there is litde exposure 1o the 1.2 out
the classroom OF where learners share 2 comib®
Janguage. Many students, even after years @ st
and an extensive knowledge ©
yocabulary, have difficulty achievin
of fluency. Inevitably,
the ability to speak and suffer from frustr
Jow motivation. But by using their lat




to focus on getting their meaning across, these
learners can become successful speakers of the
language.

Supporting learners. Goh (2007) suggests three
ways to support learners during fluency activities.
She proposes these as ways to reduce the cogni-
tive load of students so as not to overburden
them. The first is through language suppori. For
example, the teacher may choose to review or
preteach key vocabulary before certain activities.
The second is through knowledge support. At times,
the teacher may choose to introduce an unfamil-
jar concept into a lesson. The teacher will need to
provide key background knowledge to assure that
the learners have something to speak about and
that the activity is successful. The third kind of
support is strategy support. Using oral communica-
tion strategies can keep the students on task. One
example of this is paraphrasing. If students do not
know a word, they may paraphrase to get their
point across. The teacher will need to teach and
model these strategies and then allow students to
practice them.

Pretask planning. Skehan (1998) suggests that
fluency, accuracy, and complexity (the use of a
wide range of structures to form more varied sen-
tences) all demand mental capacity, and a trade-off
occurs when one is emphasized more than another
during a language activity. Increasing attention to
accuracy, for example, is likely to hamper fluency
and/or complexity. In an effort to increase flu-
€ncy, a learner may rely more on language chunks,
producing less accurate or less complex speech.
ncouraging learners to experiment with new
Xpressions and combinations of words may have a
I€gative effect on accuracy and fluency.
But what happens when learners are given
fquate time to plan what they want to say?
€s this improve performance? And if so, which
€S of speaking show improvement—accuracy,
2% or complexity? The research, as summa-
1 by (}Oh (2007), shows that planning time
SOt improve all three aspects at the same
(PUEIt does help with certain aspects of oral
PHeNCe. Pretask planning provides learners
:FEZ\‘;;UUHY to give attention to language
es learrrllof yet been automgtlzed. It also
3 commuzils to use z?pprloprlate grammar
- havcate certain k}nd5 of meaning.
¢ sufficient time to formulate

their message, they demonstrate greater language
complexity. The effect on accuracy, however,
remains inconclusive.

According to Skehan (1998), the pretask
plaming phase can have multiple purposes. This
stage can introduce new language, assist learners
in organizing their ideas, activate existing knowl-
edge, recycle known language, ease the speech
processing load, and encourage learners to inter-
pret tasks in more demanding ways. Planning can
be guided or unguided. In guided planning, the
teacher tells the students what to focus on. In
unguided planning, learners decide how best to
use the planning time.

Some studies indicate that learners focus more
on the content than the language when provided
with planning time. Research on pretask planning
indicates the following effects on oral performance
(Skehan, 1998):

b

%  greater fluency

§ improved accuracy in select tasks

more experimentation in expressing com-
plex ideas

more complex content as a result of deeper
interpretation of task demands

improved self-monitoring during the task

Task selection criteria. The type of tasks the teach-
er chooses also has an effect on fluency develop-
ment. Thornbury (2005) puts forth the following
criteria for selecting tasks with the aim of increas-
ing autonomous language use. When selecting a
language activity for an oral skills class, the teacher
may want to consider how many of these criteria the
activity fulfills.

Interactivity. An activity that focuses on building
fluency should have an interactive element to
it. Discussions, conversations, and role plays are
interactive fluency activities, but interactivity can
also be made a part of activities that at first glance
are non-interactive in nature. For example, if one
student is giving a speech, others who are listening
should be assigned a task, such as asking questions
or providing their own point of view.

Productivity. The activity needs to be produc-
tive in terms of the amount of language spoken
by the learner. To achieve this, the activity needs
to be designed and set up in a way that allows or
even requires participants to use a large amount
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a learning experience that is meaningful, focused,

heir needs.

plete it. An activity such as a
and relevant to t

of language to com
little or even No

survey may be done
language, or done in the mother tongue, and it
is up to the teacher to assure that students are Task repetition-
using the target language o complete the tasks. can help enhance fluency
This can be achieved through careful monitoring ity. Another way to enhance
and encouragement by the teacher or even other repetition. When learners @
students. 1deally, to0, each participam should con- task and context, they becom
tribute to the cuccessful completion of the task, a its expectations and performance is improved.
key characteristic of Cooperative Learning. One of the reasons that language learners struggle
. with the skill of speaking is because it1s unpredict-
that is focused o fluency, able. By repeating 2 task, the expectation becomes
it is important for the learners tO pe challenged. more predictable. ust 2as rehearsals can {mprove

They should be able to undertake and complete the a pianist’s performance task repetition allows the

wledge and resources at hand. learner to practice and improve, to have a second

activity with the kno
ve resources, the chance. And with (hese rehearsals, the cognitive

in pairs with
As discussed, pre lanning tasks
prep 8

during a language activ-
fluency 1s through task
re exposed to the same
e more famniliar with

Challenge. 1n an activity

By drawing on these communicat

Jearner will feel a sensc of achievement and pride. It demands are lessened, with some processes such

is up to the teacher to provide just the right amount &8 conceptualizing becoming more automatized.
of challenge. If the activity 1s 00 demanding, the Nation and Newton (2008) describe the well-
results can be disheartening o the student. researched 4/3 /9 technique first devised by Maurice
Safety. Learncrs should be challenged, but at the (1983). The technique requires the learners to
e in their undertak- repeat the same story Of talk to three successive
tes for the first telling,

ding four minu
three minutes for the secon
for the third. Nation and New
success of this technique 1o three

speaker must process 2 large amount of language.
hout interruption and does s0

same time they need to feel saf
he learners expect to take some risks, but listeners Spen
they must know that taking such

¢ of the process of

jearning and will not incur any judgment from the
teacher or other jearners. The teacher should set
qurturing classroom environment of trust, The speaker talks Wit

three separate imes. Second, the speaker plans the

otection.
talk and chooses its content and language, thereby

level of control over the delivery.

d, and two minutes
ton attribute the
factors. First, the

ings. T
at the same time
risks, and perhaps failing, is par

up a
respect, and even pr

Purposefulness. The reason Or outcome of an ncreasing the
activity s.houid'be apparent (0 the learners. An This allows fluency to be a primary goal of the
acti\.rity in which th.ey must work togerher 10 activity.And third, the speaker is helped to perform
achieve 2 COMMOY aim can be very effective and well by repeating the same message three times but
s the need (0 agree on the best with the challenge of an ever-decreasing gime limit
in whiclt

motivating, such a
9001) discusses a study

ners appreciate know- Bygate (

solution to a problem. Lear
ing exactly what is expected of them. At the same students repeated 2 task, first ‘mmediately upon
lling to partrcrpate completing the task and then ten weeks later. :
Seating e

fime, students mMay be more Wi
or complete an activity if they know they will be Janguage produced by the students e

asked to share their ideas with another group or cask after ten weeks was more fluent and compleX
for the class. than the language the students produced when the)

repeated the task on the same day. Task repetitio
thus provides “the basis for learncrs (o integres
their fluency, accuracy, and complexity of formu
d what becomes 2 familiar conceP=

summarize it

Authenticity. Teachers should strive to choose O

develop classroom activities that bear some rela-
se outside the classroom. Real-

tion to language u
life language use is unpredictable, and at tumes tion aroun
base” (Bygate 2001, p- 17). Task repetjtion,. pre
k selection all prov1d€

learners should be put in positions where they
planning, and careful t@as nates
ist students in ephancing g

must be spontaneous and rely on what they have at
hand. At the same time, what the students discuss for the teacher to ass ; p
o their lives. speaking skills, thereby increasing thewr ﬂuen ),
aution

be of relevance t
ffect, classroom simulations of noted by P- Nation (2002), 2 word of ¢

provide students with order, however:

and learn should

Role plays are, in e
real-life experiences and can
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The more something is repeated, the less
likely it will continue to be seen as a message-
focused activity. The teaching methodology
solution to this is to balance the ease provided
by the repetition against a challenge provided
by new but similar material, reducing time,
a new audience, and increasing complexity.

(p. 270)

We do not want task repetition to backfire.
While the 4/3/2 technique can be an effective
approach to task repetition, some learners may
tire of repeating the same message, even just three
times. In addition, in some cases the teacher may
not want the exact same message repeated. It is then
the teacher’s responsibility to assure the repeated
task is different enough to engage and motivate the
students. Here are some ways to change the task so
it is not exactly the same. The first two use two prin-
ciples of the 4/3/2 technique, but the task is more
interactive in nature. The repeating of the task
could occur in the next or subsequent class.

B Reducing time. The teacher gives pairs one min-
ute to perform a role play about shopping. The
teacher then has the pairs repeat the role play,
but this time in 45 seconds.

W A new audience. Students tell their group about

an embarrassing moment, allowing listeners to

ask questions. The students then tell the story
again to a new group.

New but similar material. A group agrees on a

list of rules for the student cafeteria after they

agree on a list of classroom rules.

Increasing the complexity of the task. Groups have

$50 to spend for a class party that includes the

teacher. The students decide how they will
spend the money on food, drinks, and enter-
ainment. The teacher then tells the groups

1€y only have $25, and the school director will
SO be attending.

ack and correction. During an activity
focused more on accuracy than fluency,

'€ generally two steps that take place.
& t€acher alerts the student to the fact
iT0r has been made. Second, the teacher
L;yenceorcriection stage. In some cases, the
. (6205)(')7:)161}) the‘ student correct the
B ) describes techniques that

COrrecman error has been made. By
€8S, we generally hope that

the students can correct themselves. If they can-
not, the teacher has other options, such as peer
correction, although this must be handled very
delicately so no one student feels like he or she is
the only one who does not know something. The
following are all ways of alerting a student to an
error:
Repeating. The teacher can simply ask for rep-
etition by saying “Once again, please,” or “Can
you say that again?” If using this technique, the
teacher should use intonation or facial expres-
sions that also indicate he or she is asking for
repetition due to hearing an error rather than
simply not hearing something.
Lxpressions or gestures. The teacher can change
facial expression, such as raising his or her
eyebrows, or make a hand gesture to show that
an error has been made. The teacher may even
choose to demonstrate gestures for specific
points, such as wrong word order or missing
final —s.
Hinting. The teacher can provide a simple hint
using metalanguage. Saying the word article or
preposition, for example, may be enough to get
a student to self-correct.
Echoing. The teacher can repeat what a student
said, emphasizing the error. Saying “He BUYED
a new phone?” with a questioning intonation
can be a very efficient way of alerting a student
to a precise error.
Reformulation. The teacher can say something
correctly without making a big issue of the
error. If the learner says, “I'm more tall than
my brother,” the teacher might say something
like “Oh, you’re taller than your brother!
That’s interesting.” The teacher may or may
not require the student to provide the cor-
rection. In any case, reformulation is a gentle
and unobtrusive method of error correction
that focuses on the form while reacting to the
message.

During a fluency activity, it is generally accepted
that the teacher should not interrupt students to
point out a grammar or vocabulary error, or to
correct pronunciation. Doing so stops the com-
munication that is taking place, shifting the focus
from meaning to form. There is value when a
student has to attempt to get meaning across in
different ways, and interference by the teacher,
though well-intentioned, may cause stress levels
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CLASSROOM APPLICATIONS

e language activi-

¢ are often th
textbooks O listed

Fluency activitie
ties that we find in the back of
only in teacher’s manuals or resource books. This
is unfortunate as these activities, because of their

placement, often get overlooked. They may be
seen as less 1 s optional activities that
are worth doing put only if there is enough time.
The following types of activities are all useful in

helping develop fluency.

mportant or a

Information-gap activities
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choose to intervene, w
(1997) feels “the best answer to the question of for their own sa
when to intervene in learner talk is: as late as pos- communicative resources in order to obtain infor-
sible” (p- 324). mation” (J. C. Richards, 2006a, p- 18). Classroom
Generally our tolerance of €rrors will be information-gap activities are those in which a stu-
higher during fluency activities. Many teachers dent has information another does not have. There
feel that the only appropriate time to focus OoN is a knowledge gap between the students, and they
error correction is after the activity is completed. [nust communicate to close the gap- In the process,
After the activity, a few minutes might be set they negotiate meaning. The following classroom |
aside to focus, as @ class, on the errors the examples all make use of the information-gap tech-
l teacher noted during the activity. but there may nique. For each one, the teacher divides students 1n '
intervene. Many A-B pairs. While these examples are pair activities, ¢

e in groups.

. In this infor-
there is missing information
must work together to complete.

ent A has a2 map of a neighbor-
ngs are already identi-

missing information

that the students

For example, Stud
hood in a city. Some buildi
fied, but others are not. Student B has the same

map, but the buildings that are already identified
are different from those in Student A’s map.
Student A and Student B sit back to back and
take turns describing and/or asking each other
questions (e.g., “On your map, what's next to the
post office?”) to identify the information missing
from their maps. In this activity, the two maps
are the same, but each has information missing:
Vocabulary and the required grammatical struc-
tures can be pretaught. Figure 2 shows anl example

of this type of activity.
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the same. The students work tog
differences. grudent A has 2 picture
one of a group of people at a party.
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jeans. What's he wearing in your picture?”) to 166
tify the differences. Figure 3 shows an example

this type of activity.
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Figure 2. Sample “Complete the Information” activity. Source: Time Zones, pp. 55, 122, Heinle Cengage.

room prices, and check-in and checkout times.
Student B takes the role of the tourist and looks
at a card that lists the type of room desired, the
price the tourist is willing to pay, and a request
for a late checkout. They then role-play the situa-
tion without looking at each other’s information.
Later, they switch roles using new information.
For this particular activity, the role-play cards can
be created by the teacher, or to make them more
authentic and personalized, Student B can add his
- or her own preferences and use that information.

While information-gap activities may appear
0 be accuracy focused, a student needs to draw on

available grammar, vocabulary, and communication
strategies to complete the activity. This emphasizes
fluency. R. Ellis (2010) offers a useful distinction
between focused and unfocused tasks. A focused
task is one that is meant to elicit a certain linguistic
structure; an unfocused task, on the other hand, is
meant to elicit general samples of language use.
Unfocused tasks are not designed to elicit a specific
linguistic feature, although it is possible to predict
a cluster of linguistic features that a learner is likely
to need to perform the task. To emphasize fluency,
it may be helpful to create or design tasks that are
more unfocused than focused.

am I . .
P'€ “Find the Differences” activity. Source: Time Zones, pp. 65, |19, Heinle Cengage.
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Jigsaw activities
These types of activities also use€ the information-
gap prineiple. Fach studentin a group 18 provided

art of the information needed to

with only 2 P
complete an activity. As a groups students share
their information to create the whole. Students

work together orally until everyone has completed
the activity. Success depends on each person con-
tributing to the completion of the activity. Jigsaw
activities us€ surategies Of Cooperative Learning,
where each student first becomes an “expert’ on
something before he or she shares OF teaches 1t O
others. Because much of the learning 18 student
to student, the teacher’s role is very much that
of organizer and facilitator. These two classroom

examples both use the jigsaw technique.

Jigsaw reading. In 2 jigsaw reading, a Story is

divided into four equal parts. Then the class is

divided into Groups A, B; G, and D. Each group

part of the story and works together
1f someone does not understand
¢ she should first try to get help
does not work, the teacher
tudent from Group
B form a pair and
dent from

receives one
(o understand it.
something, he ©
from the group- If this
helps. In the next step, a $
A and a student from Group
share their two parts of the story. A stu
Group Cand 2 student from Group
They cannot look at each other’s storie
share the information orally. In
groups are formed, each group
student each from Groups A, B,
continue to share their parts O
until everyone understands it and
placed in the right sequence. During
the teacher can provide guiding

tions or other tasks.
Cooperative Learning,
to call on any st
tion about the story or even

Jigsaw listening. In this activity, three d
audio clips containing different
example, one cont
view with someone who has witnesseé
one interviewing someone wh

and one about someone who has been i

in a natural catastrophe. Then the class is

into three groups:
a different part of the room

f the interview.

the teacher s

(o retell it.

prepared, for

goes Into
to its part o
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Fach group completes

wering comprehension questions

or filling in 2 chart. Next, new groups are formed,
each containing one student each from Groups A
B, and C. The three students in each new group
now report what they heard or role-play the person
describing the scene. As a group, the students then
decide who the most reliable witness is.

a task, such as ans

These activities are just
two ways Lo use the jigsaw technique to build flu-
ency. There are variations to the technique, such
as a four-part jigsaw listening, @ three-part jigsaw
reading, or & reading activity where two different
groups read similar texts and later pair up to com-
pare and discuss them. And while an activity may
be called a jigsaw reading or a jigsaw listening, it 1s
clear that more than one skill is being practiced,
especially speaking. This integration of skills 1s one
of the many benefits of this activity. Other benefits

include:

Other jigsaw formats.

Jigsaw activities provide an efficient way 1o
learn.
Srudents are active in

Fach individual has a uni

the learning process.
que contribution to

make.
Students take responsibility

learning.
Learning revolves arou

for their own

nd smdem—to-studem

interaction.

There is built-in task repetition.
Srudents gain fluency with each retelling.
Students are held accountable by their pees:

Working together builds interpersonal skills.

Consensus—building activities
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In conse nts work
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key indicator of success is that everyone is satisfi€
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students get to the outcome (and, of coursés =
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the outcome itself. A task can have one answW
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possible. It can be discouraging for students to ask
the teacher for “the right answer” only to be told
there is more than one acceptable answer.

Problem solving. A problem-solving activity can
be as simple as completing a word puzzle. It may
l-equire no oral output. The kinds of problem-
solving activities thatare communicative, discussion-
pased, group-oriented, and open-ended, and are
thus fluency-oriented, are those like the classic
“dinner party” activity. Here learners are presented
with the names, personalities, and other back-
ground information of various people who will be
attending a dinner party. The group must work
out a seating plan that will assure an interesting
and successful dinner party for everyone involved.
Since there is no one correct answer, the teacher
may wish to specify a time limit. When the group
members find an acceptable solution, they present
and defend their choices to other groups.

Ranking. A ranking activity is a form of consensus
building whereby students rate something accord-
ing to its relative importance to something else. It
involves three steps. First, students work individually
{0 choose from a list the most important character-
istics of something, for example, the qualities of a
good roommate (see Figure 4). Of the choices given,
‘each person chooses the eight most important. In
‘the second step, each student joins a partner to

rm a pair. They compare and discuss their ideas,

A good roommate | You | Pair
1

Respectful

Group

Responsible

riendly

atient

liet

rdworking

n
ble
T

iderate

(your idea)

Ple ranking activity,

agreeing on the six most important qualities. In the
third and final step, each pair joins another pair to
form a group of four. They then agree on the four
most important qualities, ranking them from most
important to least important.

Fluency circle

In a fluency circle, the learners practice a dialogue
in a fun and active way. The aim of the activity
is not to memorize a dialogue but to internalize
its structures to help make speaking easier and
more fluid. The technique is useful for a variety
of objectives, such as practicing a certain grammar
point, reviewing vocabulary, previewing a structure
inductively, or working on pronunciation, stress,
and intonation. The teacher prepares a dialogue
that can be personalized and gives a copy to each
student. For example:

A: How are things going?

B: Not bad. How about you?

A: Pretty good, thanks. I'm a little sleepy,
though.

B: How come? Did you go to bed late?

A: No, but I got up early. I didn’t want to be
late today.

B: What time did you get up?

A: 6:30.

B: Wow, that is early. I got up at 7:45. T got
here in plenty of time.

A: How did you get here? Did you drive?

B: No, I took a taxi.

A: Well, that explains it! I took the bus. I had
to wait forever!

B: Why don’t we share a cab tomorrow?

There are three steps to the activity (see Figure 5).

Step 1. The teacher organizes the students into
two circles: an outer one and an inner one.
Students in the inner circle face out, and those in
the outer circle face in. The teacher then models
the dialogue, and the students practice it in pairs.
The students in the inner circle take the role
of Student A, and those in the outer circle take
the role of Student B. The students can read the
dialogue as they practice; meanwhile, the teacher
monitors the pair work. When the pairs finish the
dialogue, they start over, so there is continuous
speaking. Next, the teacher signals for the stu-
dents in the outer circle to rotate one person to
the left. The students in the inner circle do not
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Figure 5. Fluency circle diagram.
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the dialogue with
a new partner while the teacher monitors the
pair work. The teacher continues to signal for the
outer-circle students to rotate, SO each speaker has

teacher stands in

multiple partners. To signal, the
the middle of the inner circle and holds up a flag

or raises his or her arms.

move. The pairs then practice

After the students have practiced the
s, the teacher stops

with several partner
new instructions. This time,
students to use the “look up
The students can refer to the
look

dialogue but should not read it. Instead, they
hen they speak. The teacher con-

at their partner w
tinues to signal for the students to rotate.

Step 2.

dialogue
the activity and gives
the teacher tells the
and say” technique.

Step 3. After the students have practiced the
dialogue with several more partners, the teacher
stops the activity once again and gives new instruc-
tions. This time, the teacher tells the students to

ersonalize the dialogue to make it their own. They
should not use the dialogue on the paper but have
a similar conversation using their own information.

Some students will likely stick to the script, but oth-
ers may choose to Open

up the dialogue- The goal
is for students to have a real, natural conversation.

This technique works well

Using fluency circles.
role plays, and it is also

for scripted dialogues and
effective for question-answer exchanges O “quick
le, in the activity “speed

interviews.” For examp
dating,” students try to get
ber of potential dates in a8
asking and answering personal question

to know a large num-
hort period of time by
s such as
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“What type of music do you like?” and “How would

you describe your personality?”

Board games

textbooks
-answer oY discussio
board games. Se€ Figure 6 fo
questions and answers with be. There often is not
a real winner in these activities, and they appear
competitive but are not. Questions Or discussion
topics are simply seen in the form of a game to
make the activity appear more fun and interesting
to the students. Although questions may focus o1l
a certain structure, such as the simple present of
present perfect, these games focus on both accuracy
and fluency. But, as with any activity, the use of &
game must be clear to the teacher as well as O the
students. It 18 important to let the students know

why they are doing what they are doing.

and resource books contain
n activities disguised as
r a game that practices

Many

question

Projects
Projects have been used N various educational d
ciplines for many years, and English languagé C'
cators have exploited this tradition. In fact, P&
work is now part of the English language currics
(See Nunan, this volume-) Proj€
are an extended assignment that usually jasts 1O
than a single lesson. There are many possible 2
for project work in both ESL and EFL sel®
Some examples include creating a c1ass newske
designing 2 health poster, compiling 2 recrpe '
creating a webpage, n inform?mon
chure, and creating an

in many contexts.

designing a 4
advertising campaig?



Favorites
Group work Play the game. Put a small object on Start. Toss a coin.

O Move 1 space. @‘ Move 2 spaces.

Heads Tails

Use the correct form of be to ask and answer questions. Can you answer the

questions? Take turns.

Yes. - Move ahead. No. ¢ Move back.

A: Are you interested in travel?
B: Yes, | am. I'm interested in new places.

N -

| (START

_____you interested
in travel?

~ Who .
your d
W favorite

your friends
interested in

| singer? politics?
). "
| What _____your
: P favorite day of(f-l
i} theweek? [}
1 W
Who ___ What ___ ;
your your What _____ your ca M T W ’
favorite | - favorite el ol I ENEN R l
artist? drink? Al SREO IRl
3 e las 160w || B
i g g g b
What your you
: 1 2. bry T
’[_’ fevorifaspng? [T interested in fashion?
of o ) = What ____ your . your teacher

What __ your
favorite place for
vacation?

r o m
\ : \

favorite book? interested in sports?

-

] What your

favorite animal? |/

—___your
grandparents
interested in
technology?

Figure 6. Sample board game (based on Richards & Bohlke, 2012, p. 125).

dge (1993) outlines a number of features
£0 most projects:

*Wdy and use of authentic English lan-
€ Materials

hasi :
Pn(iils(lis on student group-centered experi-
€emphasis on teacher-directed work

S

L]

a sequence of activities over a period of
time, such as planning, fieldwork, prepara-
tion of information, and presentation

the use of a range of skills

activity outside the classroom on the students’
own time
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For those interested in pursuing project work,

Harmer (2007b) suggests 2 step-by-step approach
that includes deciding on the topic, generat-
ing ideas, gathering data, planning, drafting and
editing, and unveiling the finished project. See

Harmer (2007b) for a more detailed explanation
of how to manage project work.
The use of projects has many benefits. Project
work involves the integration of language skills
and encourages creativity, collaboration, respon
sibility, discipline, research and information-
gathering skills, and, at times, cross—curricular
work. In some situations, however, there simply
will not be enough ume for project work. In addi-
tion to there peing sufficient time, the success of

any project will depend on other factors, such as
access to au d the receptiveness

thentic materials an

of participants. But if project work is undertaken,
it can resultin @ highly satisfying Jearning experi-
ence. At the end, the students have work they can
proudly chow as well as a sense of achievement.

FUTURE TRENDS

One area of future study that needs more atten-
tion is how the sequencing of fluency, complexity,
and accuracy activities works within a larger lan-
guage activity. What do different combinations of
these activities result in? Bygateé (2001) points out
several possible scenarios that can pe researched.
One involves starting with an accuracy activity
and moving on to fluency, putting learners under
increased time pressure in an attempt to achieve
more automacity. A second sequence might start
with fluency activities and later progress to getting
Jearners to integrate more accurate features into
their fluency base. A third sequence could move
from accurate and/or fluent speech 1nto more
complex language- Is there a best order and place-
ment for these activities in a Jearning cycle?
Similarly, the notion of task repetition
deserves further study. Task repetition provides
Jearners with the chance to do something again,
to do it better. While any task can be repeated,
what types benefit the most from repetition? It
remains unclear when it is the best fime to repeat
a task. Should 2 teacher repeat 2 task immediately,
a few days later, OF even a few weeks later? It may

depend on the task types, the learners, and the

results of the first task. This is an area that may
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Fluency involves learners communicating
meaning as best they can, using whatever
resources are available.
Cognitive, affective, and performance fac-
tors all play @ major role in determining the
degree of fluency a speaker may be capable of.
There are ways that the teacher can foster flus
ency in learners, such as by providing the nece
sary language, knowledge, and strategy suppor
The types of activities that @ teacher choOS&®
will affect fluency development. The criter
for choosing effective tasks ypes for enhan€
ing fluency development are interactivity, Pro
ductivity, challenge, safety, purposefulne -

and authenticity.
Many fluency-oriente
able for the teacher, such as informa
tasks, jigsaws, consensus—building ta
ency circles, games, and projects:

d activity types are avak
tjon-§¢

sks,

DISCUSSION QUESTIONS

1. What foreign Janguage have you St"ld:‘;;i
you feel you arc the most Proﬁcient ins .
consider yourself fluent? Why OF why N=




2. What should the role of the teacher be while
students are engaged in a fluency-oriented
language activity?

3. What activity types have you experienced as
a student or a teacher that were fluency-
oriented? What made them so? Which of
the criteria discussed by Thornbury (2005)
(interactivity, productivity, challenge, safety,
purposefulness, authenticity) might have been
involved in choosing activity types?

4. Think of an accuracy-focused classroom activ-
ity. What could be done to the activity to make
it more fluency-oriented?

SUGGESTED ACTIVITIES

1. Find an activity in a language textbook that
you feel is fluency-oriented. Read the teaching
instructions in the teacher’s manual. Would
you follow the teaching steps as described?
How might you further enhance the learner’s

| fluency? Rewrite the notes.

9, Choose a language activity you have recently
taught or experienced as a learner. Revise it
based on one of P. Nation’s (2002) criteria:

(a) reducing the time; (b) a new audience; (c)
new but similar material; or (d) an increase in
complexity. Teach it again. List the differences
that you noticed in the students’ performance.
Observe a class of language learners. After
class, interview three of the most fluent
speakers in the class. Ask them how fluent
they feel they are or are not. Investigate what
they think they need to do to improve their
fluency.

ook at the rating systems of two or more
ams that assess oral language such as the
OEFL or the International English Language
Sting System. Find the similarities and dif-
fices among them. Determine what role
N¢y should play in assessing the speaker.
4l€ a new rating system for assessing speak-

How could you use this as a classroom-
d assessmen

FURTHER READING

Baker, J., & Westrup, H. (2003). Essential speaking
skills: A handbook for English language teachers.
London, UK: Continuum.

This handbook provides practical activities to help
teachers develop their students’ fluency skills and
is particularly useful for teachers who teach large
classes with limited resources.

Folse, K. (1996). Discussion starters: Speaking flu-
ency activities for advanced ESL/EFL students. Ann
Arbor, MI: University of Michigan Press.

Folse, K., & Ivone, J. (2002a). First discussion start-
ers: Speaking fluency activities for lower-level ESL/
EFL students. Ann Arbor, MI: University of
Michigan Press.

Folse, K., & Ivone, J. (2002b). More discussion start-
ers: Activities for building fluency. Ann Arbor, MI:
University of Michigan Press.

In most of the activities of this three-textbook class-
room series, students must work together to reach
a conclusion about a topic or solve a problem.

Nation, I. §. P, & Newton, J. (2009). Teaching
ESL/EFL listening and speaking. New York, NY:
Routledge.

Grounded in theory made accessible to the reader,
this book offers practical suggestions for teaching
listening and speaking in both ESL and EFL con-
texts and contains a discussion on how to develop
fluency in the classroom.

Thornbury, S. (2005). How to teach speaking. Harlow,
UK: Pearson Longman.

This book begins with a description of what happens
when someone speaks a foreign language and contin-
ues with an extended discussion of how to approach
the teaching of speaking. It is a practical, readable
guide for teachers who want to improve their under-
standing of and develop their skills in this area.
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