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ABSTRACT

The research in this minor thesis is carried out to investigate the reality of teaching the speaking skill to non-major students of English at Thai Nguyen University – College of Technology (TNU-CT) but only focuses on relevant difficulties experienced by the teachers of English and some recommendations including coping strategies and classroom techniques and activities for them to minimize those difficulties. Specifically, this research attempts to explore the potential sources causing the difficulties in teaching the skill of speaking and at the same time identify the specific problems of those sources respectively. Moreover, some recommendations are made with the hope of helping English Language teachers at TNU-CT improve the quality of their teaching the speaking skill.

The thesis consists of three parts. The first part is an introduction to the thesis. The review of related literature, methodology used in the research study, the findings and discussion of relevant difficulties in teaching speaking skill caused by teachers themselves, students and objective factors are all presented in the second part. The final part is the conclusion of the study, which discusses the overview that can be drawn from the study, concurrently proposes some coping strategies and suggests some classroom techniques and activities for teachers to minimize these difficulties based on the participations’ suggestions for reducing the difficulties in teaching speaking skill mentioned in Chapter 3. Moreover, the limitations of the thesis are pointed out and the areas for further study are put forward in the final part.
It is hoped that this thesis will be useful for teachers at TNU-CT in teaching the speaking skill to their non-English major students.
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PART A: INTRODUCTION

1. The background of the study
Nowadays it is not daring to say that the ability to speak at least one foreign language is a necessity. “Language is arguably the defining characteristic of the human species and knowledge of language in general, as well as ability to use one’s first and, at least one other language, should be one of the defining characteristics of the educated individual” (Nunan, 1999: 71). The world has become smaller. It is said it has turned into the size of the so-called “global village”. We are living in the time of immense technological inventions where communication among people has expanded way beyond their local speech communities (Ellis, 1997: 3). Today receiving education, language education not excepting, is not an issue connected exclusively with schools; the time requires everyone to learn throughout their lifetimes. Therefore learning a second language has become a means of keeping up with the pace of the rapidly changing world. Nowadays a foreign/second language forms a permanent part of all types of curriculum, from primary schools to universities, not mentioning an employment where a person, in most cases, can hardly survive without this ability. The demands of the contemporary society together with the position of English as an international language (McKay: 5) may present a reason for learning this language in particular. Objectively, the increasing demand for learning a foreign language, especially English in Vietnam is an evident tendency in the global integration along with Vietnam’s policy of innovation and industrialization and modernization cause.

Most of the learners of English agree that the ability to express themselves freely in communication is of great importance for their future career, especially in modern societies where contacting with foreigners often occurs. However, there still exist many difficulties in learning and teaching English in Vietnam in general and at Thai Nguyen University-College of Technology (TNU-CT) in particular. Many Vietnamese learners can write and read English quite well but they cannot speak it correctly and fluently in real-life communication. Surely, there are many reasons for this reality. After teaching in some non-language colleges in Thai Nguyen University for 6 years, I have recognized some big obstacles which prevent English language teachers and learners in Vietnam from achieving their aims. These obstacles are: large and heterogeneous classes, students’ low level of English language proficiency, students’ low motivation and some others. Unfortunately, this is not only the situation in these colleges but also the case for many other non-language colleges and universities in Vietnam. 

This has given me the desire to conduct “A study on the reality of teaching speaking skill to non-English major students at Thai Nguyen University-College of Technology: relevant difficulties and some suggested teaching speaking techniques and activities”.
2. Aims of the study

The study is conducted to investigate the current reality of the teaching of speaking skill to non-English major students at TNU-CT on the basis of finding out relevant difficulties experienced by the teachers of English and some recommendations including coping strategies and classroom techniques and activities for them to minimize those difficulties. Specifically, this research tries to explore the potential sources causing the difficulties in teaching the skill of speaking and simultaneously identify the specific problems of those sources respectively. Furthermore, some recommendations are made with the anticipation of helping English Language teachers improve the quality of their teaching the speaking skill.

3. Research questions

The above aims can be realized through the following research questions:

1. What relevant difficulties do the teachers at TNU-CT encounter in teaching the skill of speaking to non-English major students? 
2. What should be done to minimize the difficulties in teaching the skill of speaking to non-English major students experienced by the teachers of English at TNU-CT?
4. Scope of the study

Though problems in teaching practices in non-language colleges and universities exist in the four macro-skills, the researcher has chosen to focus on difficulties in teaching speaking skill to non-English major students at TNU-CT for the fact that mastering speaking is so central to language learning that when we refer to speaking a language, we often mean knowing a language (Karimkhanlui, 2006). In addition, some recommendations for the teachers of English to decrease those difficulties are also proposed.
The study of difficulties, recommendations of other skills to ameliorate the quality of teaching English skills would be beyond the scope of the study. Also, due to the researcher’s limited ability, time constraints and narrow-scaled study, this study only involves a small number of TNU-CT non-English students in their first academic year (i.e., 120 first-year students of 2nd semester).         

5. Organization of the study

The study consists of three parts. Part A, Introduction, deals with general background of the study, aims of the study, research questions, scope of the study, and the outline of the study. Part B, Development, is composed of three chapters. Chapter One, Literature Review, reviews the theoretical literature involving the difficulties in teaching speaking skill to non-English major students in three relating areas: Nature of language skills and oral communication, The skill of speaking and Difficulties in teaching English speaking skill. Chapter Two, Methodology, mentions the research context, methods of the study and research design. Chapter Three, Findings and discussion, presents and discusses findings of the difficulties in teaching the skill of speaking to non-major students of English at TNU-CT including the difficulties caused by teachers themselves, students and objective factors and some coping strategies and classroom techniques and activities in reducing those difficulties suggested by the participants of the study. The last part, Suggestions and Conclusion, is the conclusion of the study, which presents the overview of the study and some suggestions for the teachers of English comprising some coping strategies and classroom techniques and activities in decreasing those difficulties. Besides, the limitations of the thesis are pointed out and the areas for further study are also proposed.  
In a word, part A has provided an overview of the study which consists of the background information of the study, the aims of the study, the research questions pursued in the study, its scope and its structure. In the next part, the literature review, methodology and findings and discussion relevant to the study will be examined.

PART B: DEVELOPMENT
CHAPTER 1: LITERATURE REVIEW
This chapter briefly covers the theories related to the study: nature of language skills and oral communication, the skill of speaking and difficulties in teaching speaking skill.
1.1. Nature of Language skills and oral communication

1.1.1. Nature of Language skills 

For the purpose of analysis and instruction, language has been divided into different skill areas. These can be discussed in the framework of how we learned our first language. A child first learns to practice language through the skill of listening. Later, a child uses language by speaking combined with listening. Then, when school begins, children learn the skills of reading and writing. The first two skills, listening and speaking, are called the oral skills due to the manners by which they are formed (they are related to articulator organs). The last two, reading and writing, are called the literacy skills as they connect with manual script. All four are represented in Figure 1. (Figure 1 is extracted from the book “Methodology Handbook for English Teachers in Vietnam” by Forseth, R., Forseth, C., Tạ, T.H. & Nguyễn, V.D. p.34)
As learners grow in their language ability and use, the different skills are most often integrated with each other so that they are being used in coordination with each other. In conversation, when one person is speaking another is listening. After listening and understanding, the hearer responds by speaking. In an academic setting, while students are listening, they may be also writing notes or reading a handout. As a teacher, you will be reading your lesson plans and then speaking to your students. All of the skill areas are related to each other and used in coordination with each other. 

However, for the purpose of teaching language, we may divide language into the various skill areas and concentrate on one at a time. We are first interested in speaking because second (or foreign) language learners often neglect or have difficulty with oral production (speaking). Some learners have memorized hundreds of words and many grammar rules, but they still can not speak well. Many learners can read better than they speak. This is very much unlike a child who learns to listen and speak long before learning to read or write.

So, we begin with speaking, because after learning to speak, it is easier to develop reading and writing skills in the foreign language classroom. However, language teachers have found it is difficult to develop their students’ speaking skills after reading and writing.  
1.1.2. Oral communication

Communication between human is a complex and ever changing process. When communication takes place, speakers/writers feel the need to speak and write. One of the forms of communication is oral communication which is realized by using oral skills.

As mentioned above, oral communication skills are speaking and listening. In real life, listening is used twice as often as speaking. However, speaking is used twice as much as reading and writing (Rivers, 1981). Inside ELT classrooms, speaking and listening are the most often used skills (Brown, 1994).

In oral communication process, the roles of speakers and listeners are interchanged; information gaps between them are created and then closed with the effort from both sides. In organizing classroom oral practice, teachers should create as much information gap as possible and teachers’ vital duty is to encourage communication which yields information gaps. Teachers should also bear in mind the differences between real-life oral communication and classroom oral communication. As for Pattison (1987) classroom oral practices have five characteristics: (1) the content or topic is predictable and decided by teachers, books, tapes, etc; (2) learners’ aims in speaking are to practice speaking, to follow teachers’ instructions and to get good marks; (3) learners’ extrinsic motivation is satisfied; (4) participants are often a large group; (5) language from teachers or tapes is closely adapted to learners’ level. 

Nunan (1989) provides a list of characteristics of successful oral communication. As for him, successful oral communication should involve: (1) comprehensible pronunciation of the target language; (2) good use of stress, rhythm, intonation patterns; (3) fluency; (4) good transactional and interpersonal skills; (5) skills in taking short and long speaking in turns; (6) skills in the management of interactions; (7) skills in negotiating meaning; (8) conversational listening skills; (9) skills in knowing about and negotiating purposes for the conversation; (10) using appropriate conversational formulae and filters.

1.2. The skill of speaking 

1.2.1. The role and status of speaking in language learning and teaching

As it was implied in the introduction, the skill of speaking has been recently considered by many methodologists a priority in language teaching. Of all the four skills, Ur (1997: 120) concludes, speaking seems intuitively the most important. Most language learners, she adds, are primarily interested in learning to speak. Similar view is held by Nunan, who says that the ability to operate in a second language can be actually equated to the ability to speak that language. Hedge gives the evidence that speaking has recently obtained, at least from textbook writers, the attention it deserves: “Learners need to develop at the same time a knowledge of grammar, vocabulary, functional language and communicative skills. Attention to the systems of language is crucial, but the development of fluency and contextual appropriacy are equally important goals”.  The reasons for learning to speak competently are formulated as follows: Learners may need the skill to establish and maintain relationships, to negotiate, to influence people. Speaking is the skill by which learners are assessed when the first impression is formed (Hedge: 261).
The development of speaking skill, in terms of its importance in language teaching, can be illustrated by the position ascribed to this skill in different approaches to teaching. Presumably the most striking contrast would be revealed in comparison of the recent view on speaking with the views held by advocates of grammar-translation or audio-lingual method. In these approaches the skill of speaking was rarely emphasized in connection to its purpose, i.e. the ability to use a language in real-life situations, the ability to communicate. If it was addressed, then it usually was only in terms of accuracy. That can be seen in the following quotation by Mackey: “Oral expression involves not only [….] the use of the right sounds in the right patterns of rhythm and intonation, but also the choice of words and inflections in the right order to convey the right meaning” (Bygate: 5). The quotation reflects the conception of speaking at that time. The emphasis on the formal part, i.e. the correct sounds, the correct choice of words and inflections etc., led to the accuracy oriented practice. Types of activities such as oral drills, model dialogue practice and pattern practice (“The Audio-lingual method”) were widely used in teaching speaking. The result was that, although learners knew the patterns and memorized the rules, they were not able to use their knowledge in practice. They were not capable of exploiting the rules and patterns in real interaction. One of the possible causes of their “inability” could be the lack of opportunities to use their theoretical knowledge in purposeful communication. They were not exposed to situations when they would be made to use whatever language they had at their disposal to convey their message or to try to understand their interlocutor’s message. There was not much prominence given to the fact that there was a difference between “knowledge about a language” and “skill in using it” in communication (Bygate: 3).

1.2.2. Concepts of speaking (spoken language) 
As mentioned above, speaking is the productive, oral skill. Speaking consists of producing systematic verbal utterances to convey meaning (utterances are simply things people say).  Speaking is “an interactive process of constructing meaning that involves producing and receiving and processing information” (Florez, 1999, p.1). It is “often spontaneous, open-ended and evolving” (ibid., p.1), but it is not completely unpredictable.

Speaking is such a fundamental human behavior that we don’t stop to analyze it unless there is something noticeable about it. For example, if a person is experiencing a speech pathology (if a person stutters or if his speech is impaired due to a stroke or a head injury), we may realize that the speech is atypical. Likewise, if someone is a particularly effective or lucid speaker, we may notice that her speech is atypical in a noteworthy sense. What we fail to notice on a daily basis, however, are the myriad physical, mental, psychological, social, and cultural factors that must all work together when we speak. It is even a more impressive feat when we hear someone speaking effectively in a second or foreign language. 

According to Brown and Yule’s opinions (1983), spoken language consists of short, fragmentary utterances in a range of pronunciation. However, speaking is a skill, which deserves attention as much as literacy skills in both first and second language because our learners often need to speak with confidence in order to carry out a lot of their most basic transactions (Bygate, 1991). Furthermore, speaking is known with two main types of conversation called dialogue and monologue.

Brown and Yule (1983) point out the ability to give uninterrupted oral presentation (monologue) is rather different from interacting with one or more other speakers for transactional and international purposes. It is much more difficult to extemporize on a given subject to a group of listeners. That explains why speaking skill generally has to be learnt and practiced carefully before giving a presentation.

A comprehensive discussion of the nature of speaking is provided by Bygate (1987), who shows that in order to be able to speak a foreign language, it is obviously necessary to have micro-linguistic skills, that is, to understand some grammar, vocabulary and the rules governing how words are put together to form sentences. However, these motor-perceptive skills, as Bygate calls them, are not sufficient since while producing sentences, we often have to adapt them to the circumstances. He then presents the second set of speaking skills: the interaction skills, which involve using knowledge and basic motor-perception skills in deciding what to say and how to say it, while maintaining the intended relation with others. 

1.2.3. Speaking: knowledge vs. skill

The aim of teaching speaking is for learners to be able to use a language freely and fully in communication. Both teaching and learning to speak are, possibly, not easy and effortless processes. There are many “wheels” in the mechanism that have to work in agreement, so that “the whole” could function effectively. If the ultimate goal is the ability to communicate, then learners must be able to understand what others wish to share and at the same time be able to convey their own messages. The complexity of learning to communicate in a second language is recorded in the scheme by Rivers and Temperley (see Figure 2).
The authors comment that the schema is not sequential but parallel. According to them, skill-getting and skill-using are continually proceeding hand in hand. “There is a genuine interaction from the beginning, with students exploring the full scope of what is being learned” (Rivers and Temperley: 4). However, not only learning to communicate but also learning a second language (or Second Language Acquisition) in general is a complex process with many factors pertaining to it (Ellis, 1991:4). 

The distinction between knowledge about a language and skill in using it was already mentioned (Bygate: 3). In teaching practice the distinction gradually grew in importance. It is apparent that a learner, in order to be able to speak a language, needs to have a command at least of basic grammatical structures and vocabulary. This part represents the “knowledge about a language”. However, it was recognized that knowledge itself is not sufficient for successful functioning in a second language. The other part of communicative ability that learners in grammar-translation and audio-lingual classes usually lacked was the “skill”. The presupposition that knowledge itself was not satisfactory was confirmed mainly in practice. It meant that knowledge had to be put into action.

For delimitation of the two notions, i.e. knowledge and skill, Bygate uses a parallel with a driver of a car. A driver, before he sets out on the road for the first time, has to know something about a car. He has to know where various controls are, where the pedals are and how to operate them, how the car as a whole functions. But he would not be able to guide the car safely along the road only with this knowledge. What he also needs is skill. When he eventually sets out on the road, he will not be there on his own. There will be many other drivers as well. Thus, in order to drive safely and smoothly, he has to be able to handle various obstacles or unexpected problems that may occur in his path. In this sense, speaking is similar to driving (Bygate: 3).

In communication the learner does not manage only with knowledge either. It is not sufficient for him to be aware of how sentences are formed in general, to know certain amount of vocabulary concerning the particular topic or remember certain grammatical rules. He should also be capable of forming sentences “on the spot” and adjusting his contribution to the immediate situation. This involves drawing on his theoretical knowledge, making quick decisions and managing difficulties that may arise. It may be worthwhile to know what differentiates skill from knowledge. According to Bygate, “a fundamental difference is that while both can be understood and memorized, only a skill can be imitated and practiced”.
The notion of skill can be interpreted in more than a single way. Bygate speaks about at least two types of skill, i.e. motor-perceptive skills and interaction skills. Motor-perceptive skills were discerned already in audio-lingual approach to teaching. They are context-free and form the relatively superficial aspect of skill. They can be compared to the kind of skills a driver employs when he learns to operate the controls of a car on an empty road far from the busy traffic. “Motor-perceptive skills involve perceiving, recalling, and articulating in correct order sounds and structures of the language”. The second type of skill is represented by interaction skill. In general, interaction skills involve using knowledge and basic motor-perceptive skills to achieve communication (Bygate: 5-6). It is evident from the previous statement that in order to communicate both types of skill have to be employed. However, there is still another step to be taken in the long and effortful process of learning to speak a second language. This step means securing the transition of the skills from controlled classroom environment to real-life use (Bradwell). This very step was highlighted by Wilkins as early as in 1975: “As with everything else he [the learner] will only learn what falls within his experience. If all his language production is controlled from outside, he will hardly be competent to control his own language production. He will not be able to transfer his knowledge from a language-learning situation to a language-using situation” (Wilkins: 76).
Interaction skills may be also described as the skills of monitoring one’s own speech production and making decisions in communication. The decisions in communication include e.g. “what to say, how to say it, whether to develop it, in accordance with one’s intentions, while maintaining the desired relations with others” (Bygate: 6).
1.2.4. Characteristics of speaking 

Speaking has the following characteristics:
Firstly, its form and meaning are dependent on the context in which it occurs, including the participants themselves, their collective experiences, the physical environment, and the purposes for speaking. It is often spontaneous, open-ended, and evolving. However, speech is not always unpredictable. Language functions (or patterns) that tend to recur in certain discourse situations can be identified and charted.

Secondly, speaking requires that learners not only know how to produce specific points of language such as grammar, pronunciation, or vocabulary (“linguistic competence”), but also that they understand when, why, and in what ways to produce language (“sociolinguistic competence”).

Thirdly, speech has its own skills, structures, and conventions different from written language. A good speaker synthesizes this array of skills and knowledge to succeed in a given speech act.

Lastly, Bygate (1987) considers speaking as an undervalued skill in many ways. The reason is that almost all people can speak, and so take speaking skill too much for granted. He also asserts that speaking skill deserves attention every bit as much as literacy skills. Learners often need to be able to speak with confidence in order to carry out many of their most basic transactions. Bygate also highly appreciates speaking skill by stating that speaking is the medium through which much language is learnt.

To sum up, it is undeniable that speaking is key to communication. By considering what good speakers do, what speaking tasks can be used in class, and what specific needs learners report, teachers can help learners improve their speaking and overall oral competency. 
1.3. Difficulties in teaching English speaking skill 
Language teaching is a complex process involving many interrelated factors. Larsen-Freeman points out that language teaching can be summarized into three fields: language learner/learning (How to learn); language/culture (What to Learn); teacher/teaching (How to teach), (Johnson, 2002: F24). Basing on Larsen-Freeman’ views, difficulties in language teaching in general and difficulties in teaching English speaking skill in particular are examined from teachers, students together with objective factors affecting the teaching process.
1.3.1. Difficulties from teachers 

1.3.1.1. Inappropriate teacher pedagogical practices
There is no learning without teaching. So as a tool of implementing teaching plans and achieving teaching goals, teacher talk plays a vital important role in language learning. Quite a few researches have discussed the relationship between teacher talk and language learning. As Nunan (1991) points out: “Teacher talk is of crucial importance, not only for the organization of the classroom but also for the processes of acquisition. It is important for the organization and management of the classroom because it is through language that teachers either succeed or fail in implementing their teaching plans. In terms of acquisition, teacher talk is important because it is probably the major source of comprehensible target language input the learner is likely to receive”. The amount and type of teacher talk is even regarded as a decisive factor of success or failure in classroom teaching. (Hakansson, cited from Zhou Xing & Zhou Yun, 2002). Moreover, to make the process of teaching and learning effective, it is very essential to build a friendly, non-threatening classroom atmosphere which is created on the basis of a close teacher-learner relationship. Therefore, inappropriate teacher pedagogical practices through not only classroom teacher talk but also classroom teacher-learner relationship have also been seen as a major contributor to the difficulties in teaching speaking skill.
a. The amount of Teacher Talk

According to second language acquisition theories, both teachers and students should participate in language classes actively. Teachers have to face two tasks in language classrooms: (1) offer enough high-quality English language input; (2) offer more opportunities for students to use the target language. So the distribution of teacher talk time, as an important factor that affect language learning, has been concerned by many scholars . An important issue is whether the amount of teacher talk influences learners’ L2 acquisition or foreign language learning. A great number of researchers have testified this. Researches in language classrooms have established that teachers tend to do most of the classroom talk. Teacher talk makes up over 70 percent of the total talk. (Cook, 2000; Legarreta, 1977; Chaudron, 1988; Zhao Xiaohong, 1998) It is evident that if teachers devote large amounts of time to explanations or management instructions, student talk will be indeed severely restricted. Teacher-initiated talk will dominate the classroom, allowing little opportunity for extended student talk. In such an environment, students have little opportunity to develop their language proficiency. In order to avoid the over​use of teacher talk, many scholars tend to maximize student talk time (STT) and minimize teacher talk time (TTT) (Zhao Xiaohong, 1998; Zhou Xing & Zhou Yun, 2002). Harmer points out that the best lessons are ones where STT is maximized. Getting students to speak -- to use the language they are learning -- is a vital part of a teacher’s job (Harmer, 2000:4). However, Fillmore argued the amount of TT should not be decreased blindly.
b. Teacher's Correction

Inevitably learners will make mistakes in the process of learning. “A learner’s errors... are significant in (that) they provide to the researcher evidence of how language is learned or acquired, what strategies or procedures the learner is employing in the discovery of the language” (Brown, 2002: 205). It is a vital part of the teacher’s role to point out students’ mistakes and provide correction. In correction, some specific information is provided on aspects of the learners’ performance, through explanation, or provision of better or other alternatives, or through elicitation of these from the leaner (Ur, 2000). Correction helps students to clarify their understanding of meaning and construction of the language.
One of the crucial issues is how correction is expressed: gently or assertively supportively or as a condemnation, tactfully or rudely. Ur (2000) points out that we should go for encouraging, tactful correction. The learner has reliable intuitive knowledge about what kind of correction helps most, that is, learner preferences are on the whole reliable guide. So teachers have to be careful when correcting, if teachers do it in an insensitive way, the students will feel upset and lose their confidence. 

Furthermore, it is worth pointing out that it is just as important to praise students for their success, as it is to correct them when they fail. Teachers can show their praise through the use of encouraging words and noises (‘good’, ‘well done’, ‘fantastic’, ‘mmm,’ etc.) when students are doing really well (Harmer, 2000).
c. Krashen’s Input Theory

Input plays a critical role in language learning. There is no learning without input. The language used by the teacher affects the language produced by the learners, the interaction generated, and hence the kind of learning that takes place. The problem is what type and how much of input is appropriate and useful for language learners in classrooms.

In Krashen’s view, learning only takes place by means of a learner’s access to comprehensible input. Humans acquire language in only one way - by understanding messages or by receiving comprehensible input. Learning will occur when unknown items are only just beyond the learner’s level. It is explained in detail “i+1”structure. “i” stands for the learners’ current linguistic competence, and “1” stands for the items the learners intend to learn. The Input Theory also has two corollaries (Krashen, 1985: 2):

Corollary 1: Speaking is a result of acquisition, not its cause; it emerges as result of building competence via comprehensible input.

Corollary 2: If input is understood and there is enough of it, the necessary grammar is automatically provided. The language teacher need not attempt deliberately to teach the next structure along the natural order -- it will be provided in just the right quantities and automatically reviews if the student receives a sufficient amount of comprehensible input.

By examining the idea of comprehensible input and the two corollaries, one can find that comprehensive and right quantity input is the central concern with which learners are able to learn language. It is the foundation or premise of the occurrence of learning. This provides implications for language teaching: teacher talk should be comprehensible in different forms and in right quantities. But how could teachers know whether their input is enough or not? How could they make their input comprehensible? Krashen describes two ways: the linguistic resources are insufficient for immediate decoding. Simplified input can be made available to the learner through one-way or two-way interaction, with the former including listening to a lecture, watching television and reading, and the latter occurring in conversations. Krashen stresses that two-way interaction is a particularly good way of providing comprehensible input because it enables the learner to obtain additional contextual information and optimally adjusted input when meaning has to be negotiated because of communication problems.

In Krashen’s view, acquisition takes place by means of a learner’s access to comprehensible input. He comments that the input, which is totally incomprehensible to learners, is not likely to cause learning to take place. Teacher talk, actually serves as main sources of input of language exposure in classroom learning, is more important for foreign language learning, so teachers should make their input comprehensible and in right quantities.

d. Teacher-learner relationship

The relationship between the teacher and students plays a part in evoking problems in teaching speaking skill. A necessary prerequisite for creating a favorable learning atmosphere in the class is to establish a good relationship between the teacher and his students. One of the possible ways of pursuing this aim is to talk with students about their feelings and help them rationalize their anxiety about speaking, which results in difficulties in teaching speaking skill (Tsui, 1996). The teacher may decide to talk to individual students outside the classroom, as students may feel inhibited about discussing their feelings in front of their classmates. This “step” may contribute to the creation of trust and “partnership” between the student and the teacher. In addition, students always feel more comfortable when learning with the teachers who have a good sense of humor, friendly, relaxed and patient (Young, 1991). Such anxieties related to teacher-learner interactions are also investigated in a wealth of studies by Horwitz (1988), Horwitz et al. (1991), and Koch and Terrell (1991). 

1.3.1.2. Teachers’ deficiency in English communicative competence

This can be another constraint in teaching speaking skill which is related to teachers’ deficiency in English communicative competence. For many years, language teaching was seen as helping learners to develop linguistic competence-that is, helping students master the sounds, words, and grammar patterns of English. The idea was that by studying bits and pieces of a language, students could eventually put them all together and communicate.

In the 1970s and 1980s, however, our understanding of language learning experienced a significant shift in focus. This shift was influenced by international developments in linguistics, curricula, and pedagogy, as well as by sociolinguistic research (primarily in Australia, Canada, New Zealand, the United Kingdom, and the United States). In addition, the numbers of refugees and immigrants resetting in English-speaking countries made linguist and language teachers realize that developing linguistic competence alone was not enough to be able to speak English well and get along in society.

In the mid-1970s the notion of linguistic competence came to be viewed as a component of the broader idea of communicative competence “the ability of language learners to interact with other speakers, to make meaning, as distinct from their ability to perform on discrete-point tests of grammatical knowledge” (Savignon, 1991, p.264). Being communicatively competent “requires an understanding of sociocultural contexts of language use” (ibid., p.267).

There are several important models of communicative competence (see especially Bachman, 1990, Canale and Swain, 1980, Richards, Platt and Weber, 1985, Littlewood, 1994, and Hedge, 2000), all of which include some form of sociolinguistic competence, or the ability to use language appropriately in various contexts. Sociolinguistic competence involves register (degrees of formality and informality), appropriate word choice, style shifting, and politeness strategies.

Another important element of communicative competence is strategic competence. In terms of speaking, this is the learner’s ability to use language strategies to compensate for gaps in skills and knowledge. For example, if you don’t know a word you need to express your meaning, what strategies can you use to make your point?

A fourth component of communicative competence is discourse competence, “how sentence elements are tied together”, which includes both cohesion and coherence (Lazaraton, 2001, p.104). Cohesion includes reference, repetition, synonyms, and so on. In contrast, coherence involves “how texts are constructed” (Lazaraton, 2001, p.104; see also Bachman, 1990, pp.84-102, and Douglas, 2000, pp.25-29). 

These four components of communicative competence have several practical implications for EFL and ESL teachers. Since communicative competence is a multifaceted construct, it is important for teachers to understand the complexities learners face when they are speaking English.

One of those complexities is balancing fluency and accuracy. A proficient speaker is both fluent and accurate.  Accuracy in this context refers to the ability to speak properly-that is, selecting the correct words and expressions to convey the intended meaning, as well as using the grammatical patterns of English. Fluency, on the other hand, is the capacity to speak fluidly, confidently, and at a rate consistent with the norms of the relevant native speech community.  

An important concept for teachers to understand is that while students are at the beginning and intermediate levels of language learning, that is, while they are still developing their proficiency, fluency and accuracy often work against each other. Before grammar rules become automatic and while learners are still acquiring essential vocabulary items, applying the rules and searching one’s memory for the right words can be laborious mental processes, which slow the learners’ speech and make them seem dysfluent. Likewise, language learners can sometimes speak quickly, without hesitating to apply the rules they have learned, but doing so may decrease their accuracy (that is, the number of errors they make in speaking may increase).

Below is Hedge’s description of communicative competence which probably considered as the most elaborate. 
	Area
	The aims for learners

	Linguistic competence
	- to achieve accuracy in the grammatical forms of the language

	
	- to pronounce the forms accurately

	
	- to use stress, rhythm and intonation to express meaning

	
	- to build a range of vocabulary

	
	- to learn the script and spelling rules

	
	- to achieve accuracy in syntax and word formation

	Pragmatic competence
	- to learn the relationship between grammatical forms and functions

	
	- to use stress and intonation to express attitude and emotion

	
	- to learn a scale of formality

	
	- to understand and use emotive tone

	
	- to use the pragmatic rules of language

	
	- to select language forms appropriate to topic, listener, etc.

	Discourse competence
	- to take longer turns, use discourse markers, and open and close conversations

	
	- to appreciate and be able to produce contextualized written texts in a variety of genres

	
	- to be able to use cohesive devices in reading and writing texts

	
	- to be able to cope with authentic texts

	Strategic competence
	- to be able to take risks in using both spoken and written language

	
	- to use a range of communication strategies

	
	- to learn the language needed to engage in some of these strategies, e.g. “What do you call a thing that/person who…”

	Fluency
	- to deal with the information gap of real discourse

	
	- to process language and respond appropriately with a degree of ease

	
	- to be able to respond with reasonable speed in “real time”


She lists a range of implications that the notion of communicative competence has for teaching and learning. According to her, there are five areas a learner has to master to be able to communicate adequately. Three of them, i.e. linguistic, discourse and strategic competence, are common. However, there are slight differences to be found in the remaining fields. In Hedge’s model the content of sociolinguistic competence is covered by the term “pragmatic competence” of which scope is stated more fully than other models. In addition, there is the last field called ‘fluency’ which doesn’t exist in other models. In Hedge’s model fluency is regarded an inseparable part of communicative competence: “Fluency means responding coherently within the turns of the conversation, linking words and phrases, using intelligible pronunciation and appropriate intonation, and doing all of this without undue hesitation” (Hedge, 2000: 261).
From the description of communicative competence mentioned above, to teach teaching speaking skill, teachers might have been required to have language teaching competence including five interrelated fields, that is, linguistic competence, pragmatic competence or sociolinguistic competence, discourse competence, strategic competence and fluency. This can be understood that linguistic competence (syntactic structures, vocabulary, and pronunciation) is not the only requirement of teaching speaking skill. However, in English oral classes teachers only spend teaching time in providing the knowledge of linguistic competence, which causes students’ failure to unsuccessfully communicate.  
1.3.2. Difficulties from students 
There exist many student-related problems in teaching speaking skill in English classes. Many learners, as reported by studies into speaking (e.g. Tsui: “Reticence and anxiety in second language learning”), are unprepared or unwilling to speak. Their reluctance and reticence in English oral classes pose a big challenge for teaching speaking skill. 
First and foremost, many reasons for learners’ unwillingness to speak can be enumerated. Burns and Joyce identified three groups of factors that are likely to cause reluctance with learners. These encompass cultural, linguistic, and affective factors (Burns and Joyce, 1997). Cultural factors follow from students’ prior learning experiences and consequently from the expectations that are formed on their basis. Examples of linguistic factors limiting speaking may be, according to Burns and Joyce, difficulties in the phonetics and phonology of the target language, poor knowledge of grammatical patterns or low awareness of cultural background and social conventions that are necessary for processing meaning in the target language. A low motivation level, timidity or anxiety in class, negative social experiences, and culture shock are ranked among possible affective factors (134). In discussing the methodology of speaking, Ur (1997) is also preoccupied with learners’ problems with speaking activities. The difficulties she has encountered in getting her learners to speak in the class correspond to some of the items such as mother tongue, inhibition, no ideas to share and problems of participation. A careful investigation into the nature of learners’ problems with speaking was conducted by Tsui. She based her study on “the classroom action research project reports of thirty-eight ESL teachers”. These were practising secondary school teachers who enrolled to a two-year in-service teacher training at the University of Hong Kong. The results Tsui presented reveal a considerable similarity to those identified by Burns and Joyce, and Ur. According to Tsui’s study, there are five factors determining learners’ hesitancy to speak in class: students’ fear of making mistakes and losing face in front of their peers, students’ low opinion of their own proficiency level, teachers’ intolerance of silence, uneven participation and incomprehensible input.
In addition, reticence research in second/foreign language learning situation has captured the attention of language theorists and educators in recent decades (MacIntyre & Charos, 1996; MacIntyre et al., 2001; Tsui, 1996). It is assumed that when people speak in a second or foreign language, they become more apprehensive and tense and thus more unwilling to participate in conversation (Horwitz et al., 1986; MacIntyre & Gadner, 1989). It has been found that many SL/FL students especially Asian learners, are passive in language classrooms and choose not to use the target language most of the time, especially when responding to teachers (Cortazzi & Jin, 1996; Jackson, 1999, 2001, 2002; Li, 1998; Sato, 1990; Tsui, 1996; Zou, 2004). Meanwhile, multiple variables such as low English proficiency, personal traits (i.e., reservedness, shyness, introvertedness) or individual differences (i.e., self-esteem and/or self-perception), and cultural beliefs were found to contribute to student reticence in SL/FL classrooms. 
Adopting a quantitative method, MacIntyre and his associates conducted a number of empirical studies and found that communicating in a second language was related to a willingness to engage in L2 communication, motivation for language learning, the opportunity for contact, and the perception of competence, language and anxiety, personality, intellect, the social context, and other variables (MacIntyre & Charos, 1996; MacIntyre et al., 1998; MacIntyre et al., 2001). They also claimed that willingness to communicate was a good predictor for students’ actual use of the target in communication. All these findings were confirmed by a range of studies carried out both in second and foreign language learning situations using both quantitative and qualitative methods (Hashimoto, 2002; Jackson, 1999, 2001, 2002; Li, 1998; Yashima, 2002; Yashima et al., 2004).

Based on six interviews of Japanese students at the University of Edinburgh, Dwyer and Heller-Murphy (1996) concluded that the students were reticent in EFL/ESL classrooms due to fear of public failure, fear of making mistakes, lack of confidence, low English proficiency, and inability to keep up with native speakers, incompetence in the rules and norms of English conversation, disorientation, etc. This conclusion was supported by Jones’ (1999) review of research on NNS students’ oral behavior in English speaking countries such as Australia, New Zealand and the United States. On the basis of the analysis of interviews with 15 lecturers in the university in Hong Kong, Flowerdew et al. (2000) also found that the students were rated as passive and reticence learners in the classroom by their lecturers who attributed student reticence to such factors as low English proficiency, fear of being embarrassed in front of other peers, their inability to understand concepts, incomprehensible input, lack of preparation, and the passive learning style acquired  during their secondary schooling. The findings were in conformity with a number of other studies (Cortazzi & Jin, 1996; Jackson, 1999, 2001, 2002; Li, 1998; Sato, 1990; Tsui, 1996; Zou, 2004), some of which also identified cultural beliefs as an important reticence-inducer in SL/FL classrooms.

All these findings reveal that reticence is a widely-observed phenomenon in SL/FL classrooms and that various factors contribute to student reticence. However, since wide differences exist in SL/FL language learning situations, to better understand the issue of reticence and enhance the oral proficiency of the target language by promoting students’ actual participation in classroom activities, more research is needed with different groups of learners in various SL/FL learning situations.
1.3.3. Difficulties from objective factors
The objective factors like large and multilevel classes, time constraint and text book also result in the difficulties in teaching speaking skill.  

Recently, in their minor study, Julie Mathews-Aydinli and Regina Van Horne (2006) have pointed out that multilevel classes can present challenges to teachers, as it is very difficult to design or organize speaking activities for many learners with different levels and interests. The suggested solutions are also presented in their study. As for them, there are some things that teachers should follow in order to promote success of multilevel classes not only in speaking lessons but also in other ones. Teresa Dalle, Ph.D., and Emily Thrush, Ph.D. have the same opinion of the large classes that teachers in EFL settings often find classes of 40-70 students to be the norm. Even though they may be common, large classes challenge even well-trained and experienced teachers. The task of teaching oral skills in large classes can be daunting, and ESL teachers may question how oral exercises other than drills can be integrated into a language class of so many students. 
According to the information from the article “University English classrooms in Vietnam” (2005) by Pham Hoa Hiep, many Vietnamese teachers are conflicted, feeling that their circumstances oppose, or at least, militate against attempts to use communicative practices. For example, they have to prepare students for a grammar-based examination, and have to finish certain content in the textbook in a certain amount of time. They may have classes of 60 students, many of whom are more concerned about the immediate goal – to pass exams, to get a degree, rather than the long term goal – to develop communicative competence. 
Moreover, in the article “Language and Vietnamese Pedagogical Contexts” by Le Van Canh, the author mentioned “the pre-determined syllabus and prescribed text book are also frustrating to teachers if they are committed to communicative methods” or “….the obstacle to the implementation of the communicative approach is the class size and the teaching schedule.” The author affirmed that the teacher is always under pressure to cover the allocated syllabus in the time allowed.
To conclude, this chapter has reviewed a theoretical framework of difficulties in teaching English speaking skill including nature of language skills and oral communication, the skill of speaking and difficulties in teaching English speaking skill. In the following chapter, the methodology used in the study will be dealt with.

CHAPTER 2: METHODOLOGY
2.1. The research context
2.1.1. Description of the English course and its objectives at TNU-CT

The study was conducted at Thai Nguyen University-College of Technology. All students at this college are required to complete four semesters of English as part of their general education requirements during the first and the second years. In the first three semesters, students have to finish the General English (GE) program, which accounts for 210 periods. The left semester is reserved for the English for Specific Purposes (ESP) program with a total number of 60 periods.
The first stage- the stage for GE- aims at providing students with general knowledge of English grammar, vocabulary, phonology as well as developing students’ four language skills with more focus on the speaking skill, at this stage, the textbooks New Headway (Elementary and Pre-Intermediate) are used. Two forms of tests are employed after each semester: a written middle-term test making up 30% of the total score and an oral test for 70% of the entire score. This may reflect the course objective that tends to emphasize the importance of speaking skill.

At the second stage-the stage for ESP, the students are equipped with the knowledge of terms and structures related to their future jobs. The textbooks utilized at this phrase depend on students’ required majors such as English for electrical engineering, English for mechanics, English for computing skills and English for Environment. They are designed by teachers at TNU-CT themselves with a view to giving students formal instructions on reading, writing to help them self-study at home and in the future workplace but little attention to speaking skill. Therefore, at this stage, students have both middle-term and end-of term written tests.

The objectives of the English course are obvious. At the end of the course which includes 270 periods, students are required to obtain:

· General knowledge of English grammar and a relatively big number of vocabularies in use.
· The capability to communicate with foreigners in English in common situations.

· The ability to understand and use the professional terms and grammatical structures 
2.1.2. Description of the students at TNU-CT

Students of TNU-CT come from 5 faculties: the Faculty of Electronics and Computer Skills, the Faculty of Electrical Engineering, the Mechanics Faculty, the Faculty of Technical Pedagogy and the Faculty of Industrial Administration. New students of TNU-CT do not have the same level of English language proficiency. Some of them have learned English for 7 years at junior and senior high schools; some have only learned English for 3 years while a few have never learned English. Although some of them study English rather well, they are only good at grammar, not speaking. They are likely to do grammatical exercises very quickly and well at their level but they cannot speak fluently about some common topics, and most of them do not feel self-confident or even a bit frightened in communicating in English. Moreover, motivation to learning English in these non-English language classes is generally low since English, for most of the students, is only understood as an obligatory subject in the university curriculum. Hence, it is very important that the staff at the English session of TNU-CT find out effective ways to help these students overcome their difficulties in speaking classes. 

2.1.3. Description of the teachers at TNU-CT

Obviously, if students are the most important factor in the learning process, teachers are the most significant factor in the teaching process. In TNU-CT, there are 13 teachers of English aged from 23 to 52 but none of them have ever been to any English-speaking countries. Of 13 teachers, only one was trained at Hanoi College of Foreign Languages- Vietnam National University, 8 were trained from Thai Nguyen College of Education, two of them graduated from the Faculty of Foreign Languages in Hanoi University of Technology, and the rest used to be teachers of Russian; but they took an in-service English course and now work as teachers of English. At present, over half of the teaching staff at the Division of Foreign Languages in TNU-CT has been taking M.A courses in Hanoi College of Foreign Languages- Vietnam National University, Hanoi University of Foreign Studies and some foreign organizations of education and training in Hanoi. Seven out of thirteen teachers have been teaching English from 6 years to over 20 years and have acquired considerable pedagogical competence. However, the method of teaching, which is applied by most of the teachers at this college, is a very traditional one – the Grammar Translation method. Other methods are rarely used. In addition, as the results of a recent study carried out by the researcher show, the teachers of English at TNU-CT confront a lot of difficulties in teaching English, especially speaking skill to non-English major students. They claimed about many inadequate problems in teaching speaking skills in English classes. According to them, these problems were originated from themselves-teachers of English, students and objective factors. Therefore, it is very necessary for the staff at the Division of Foreign Languages of TNU-CT to find out effective ways to minimize the difficulties in teaching English and from then, to improve the quality of English speaking lessons.
2.2. Methods of the study
This study is conducted as a qualitative and quantitative study, in which interview, information collection and analysis as well as questionnaire to collect data is used. As Bouma has stated “both qualitative and quantitative approaches are essentials to the research process in social sciences” (1996: 173); furthermore, each methodology has its strengths and weaknesses, thus could not alone help to find out satisfactory and sufficient information. That is the reason why I choose to make full use of both approaches rather than employ one and dispose the other so as to achieve the reliable results.

One of the outstanding features of the quantitative methodology is its objectivity. According to Burns (1999), the quantitative approach is employed when the researcher aims at attaining objectivity and control as it is held that it can “offer ways of testing hypothesis that are widely accepted or standardized” (1999:22). Hence, to obtain an overview of difficulties in teaching and learning speaking skill in English classes experienced by teachers and students at TNU-CT, a survey will be conducted among the teacher staff. Moreover, to have a comprehensive picture, a similar questionnaire will be delivered to the first-year EFL students at 2nd term. In doing so, I would like to cross-check the real problems of teaching and learning English speaking in class at TNU-CT. 

However, according to Burns (1999), qualitative research is the methodology of studying the participants’ opinion, actions and experiences through interview, observation and published information. Correspondingly, this method will be made use of in the phrase of collecting, analyzing and synthesizing basic knowledge for the literature review since ,in this part, I need to have a deep understanding about the setting of the study, the history of relating studies, ideas, facts and figures.     

One strong point of the qualitative method is that the collected data is usually “extensive” and “detailed” (Burns, 1999:23) or as held by Larsen Freeman & Long, it supplies researchers with “real”, “rich” and “deep” data (1991:12). For these reasons, I decide to carry out in-depth interviews with a few of teachers and students as I would like to gain profound understanding of relevant difficulties in teaching English speaking skill to non-English students at TNU-CT. Their insights are of great use for the process of analyzing data.
2.3. Research design

2.3.1. Sample and sampling
In order to get information to fulfill the aims of the study, first and foremost, the survey will be conducted among two different groups of subjects. The first questionnaire was administered to 13 teachers who teach English to non-English language major students at TNU-CT. The researcher selected them as the subjects of the study with the hope to find out the difficulties they confront in teaching English speaking skill to non-English major students at TNU-CT. There is 1 male teacher and 12 female teachers. Only one female teacher is 52 years old whereas most of them range from 23 to over 30 years of age. In general, the majority of the teaching staff are still young and active in their jobs. In terms of qualification, two of teachers of English are former teachers of Russian as well as the oldest generation of the Division of Foreign Languages. The rest of them were trained from full-time training courses in English language teaching at different colleges and universities such as Hanoi College of Foreign Languages, Thai Nguyen College of Education and Hanoi University of Technology. The teachers always try to improve their own expertise by firstly taking English M.A courses and now the number of postgraduates is 7. 

The second questionnaire was administered to 120 non-English major students at TNU-CT. They are male and female students who were randomly chosen from five classes with the total number of 300 non-English major students. Most of them are from 18 to 23 years old and they are first-year students. Only first-year students of 2nd term were chosen because they were learning English at the time of delivering questionnaires. Moreover, it is in first-year syllabus that speaking skill is paid most attention to. The researcher delivered the questionnaire to those students in order to investigate the problems facing them in learning English speaking skill. 

In addition, semi-structured interviews will be conducted among three teachers and five students who in the questionnaires have ticked the most options of assumed difficulties they encounter in teaching and learning English speaking skill in class, even they added a few other difficulties without requirement.
2.3.2. Research Instruments
Data were gained through the employment of two research instruments, namely, questionnaires and interviews, which will be discussed in detail below.

Instrument 1: Survey questionnaires

The first data collection instrument was two survey questionnaires (appendix 1: survey questionnaires for teachers, appendix 2: survey questionnaires for students), which served two main purposes of the study: 1) to find out relevant difficulties teachers and students confront in teaching and learning speaking skill in English classes and 2) to identify the participants for the follow-up interviews in phrase two. 
First, the questionnaire for teachers consists of 5 closed-questions written in English to find out teachers’ pedagogical practices (that is, teaching methods and teacher’s mistake correction) which are elicited from questions 1-3, teachers’ communicative competence collected from question 4 and the difficulties teachers encounter in teaching English speaking skill to non-English major students analyzed from question 5.
Next, the questionnaire for students consists of 5 closed-questions written in Vietnamese with the hope to find out students’ motivation in learning English (question 1), students’ opinions on the speaking skill (questions 2), students’ assessment of speaking topics and activities based on the textbooks ‘New Headway Elementary and Pre-intermediate’ (question 3), the causes that lead to students’ difficulties in learning English speaking skill (question 4) and students’ assessment of inappropriate teacher pedagogical practices (question 5).
In this study, the self-completion questionnaires with closed-questions will be employed. As its name suggests, surveyees will complete the questionnaire by themselves without the assistance of the interviewer. In using the self-completion type, I can seek better cooperation from the part of respondents as they may complete the questionnaire, given sufficient time to think over the answers. In two survey questionnaires above, the respondents were asked to answer and tick the closed-questions; however some questions have more than one option.
To identify the participants for the follow-up interviews in phrase two, the researcher only applies one quite simple criterion based on the biggest amount of assumed options of the difficulties in teaching and learning speaking skill experienced by informants and sometimes other potential difficulties of their own.
Instrument 2: Interviews

The second research tool employed in this study was semi-structured interviews (appendix 3: interview questions for teachers and appendix 4: interview questions for students). 10 items for the interviews with teachers and 5 items for the interviews with students had been prepared in advance to clarify and supplement the statistical results from the two survey questionnaires for teachers and students. These questions were open enough to allow the interviewees to express their thoughts, feelings, or opinions freely.  
As to structure, there were two parts to the interviews with teachers and students. For the interview with teachers, the first part with 9 questions focused on the sources of difficulties in teaching speaking skill to non-English major students at TNU-CT. Specifically, question 1 relating to the subjects’ experience of the difficulties in teaching speaking English was raised; questions 2, 3, 4, 5, 6 were devised to explore the difficulties in teaching speaking skill associated with teacher’s communicative competence, students’ learning style, students’ background/cultural and social knowledge, students’ motivation as well as students’ personal traits. Items 7, 8, and 9 attempted to probe difficulties caused by mixed classes, time constraints and textbooks. The second part (question 10) involved in asking the subjects to make recommendations for minimizing these difficulties. And for the interview with students, its structure was the same with the one for the interview with teachers. The first part with 4 questions concentrated on the sources of difficulties in learning speaking skill at TNU-CT English classes. Particularly, item 1 relating to the subjects’ experience of the difficulties in learning speaking English was raised while questions 2, 3, 4, were devised to investigate the difficulties in learning speaking skill at English classes connected to inappropriate teacher pedagogical practices, students’ reluctance or reticence in oral English classes and students’ assessment of speaking topics and activities based on the textbook. The second part (question 5) involved in asking the subjects about what their teachers should do to minimize these difficulties, from then improve the quality of English speaking lessons.
2.3.3. Data collection 
In the first phase, questionnaires were administered to 120 TNU-CT first-year non-English students at the end of the second semester of the academic year 2008 and 13 teachers of English of Division of Foreign Languages at TNU-CT. The participants were asked to complete the questionnaire at home and returned their responses two days later so that they would have as much time as they needed. 

After the collected data were analyzed, in the second phase, 3 teacher informants and 5 student informants with most problems in teaching and learning English speaking skill were contacted for semi-structured interviews with the researcher in locations where they felt at ease and at a time they suggested. The interviews were all tape-recorded to free the interviewer to participate naturally in the discussion and to allow the content to be reviewed in details. In addition, in order to capture the complexities of the student respondent’s individual perceptions and experience, the five student interviews were conducted in Vietnamese while three teacher interviews were conducted in mainly English but were sometimes carried out in both Vietnamese and English. At the beginning of each interview, the teachers and students were explained clearly, explicitly and unambiguously about the nature of the study. During the interview, the researcher modified the questions and procedures according to the subjects’ responses. The length of each interview was from 15 to 20 minutes. 
2.3.4. Data analysis     
Data analysis is not simply a single description of the collected data and information. In fact, it is the process by which the researcher interprets the data and information collected from the survey questionnaires and interviews. The scheme and coding categories in this research emerged from an examination of the data and information than pre-determined and imposed on the data and information. The information from the interviews was transcribed and major themes were identified with a view to clarifying and supplementing the statistical results.
 Specifically, data to be taken in questionnaires and from interviews were analyzed in three directions with major themes: difficulties from teachers (namely, inappropriate teacher pedagogical practices, teachers’ deficiency in English spoken or English communicative competence), difficulties from students (that is, past educational experiences, lack of background or lack of cultural and social knowledge, low motivation to learning English, low English level of proficiency, negative personal traits and traditional cultural beliefs), difficulties from objective factors (i.e., large and multilevel classes, time constraint and textbooks) and the respondents’ suggestions for decreasing the difficulties in teaching speaking skill in the interview. To avoid inconsistency or potential bias, data were analyzed and categorized by the researcher alone. For descriptive convenience, the researcher used pseudo-initials for student interviewees (S, A, L, G, P) and for teacher interviewees (H, T, M)
In short, the chapter has described in detail the setting of the study, the research methods, instruments and procedures used in this study. Major findings will be presented and discussed in Chapter three.
CHAPTER 3: FINDINGS AND DISCUSSION

3.1. Difficulties from teachers
3.1.1. Inappropriate teacher pedagogical practices

Inappropriate teacher pedagogical practices are examined in terms of too much teacher talking time, unsuitable teacher mistake correction, incomprehensible teacher input and too distant teacher-learner relationship. Table 1 and Table 2 below are statistic results from survey questionnaires for teachers (questions 1, 2, 3) and for students (question 5), which exploit the problems in teacher pedagogical practices in oral English classes.
Table 1: Teacher pedagogical practices in teaching speaking skill
	Questions
	Options
	No of teachers
	Percentage (%)

	1. What teaching methods are currently applied in your teaching speaking?
	CLT
	3
	23.1

	
	Audio-lingual method
	2
	15.4

	
	Grammar-Translation method
	13
	100

	
	Direct method
	2
	15.4

	
	Others
	0
	0

	2. What is your reaction to the students keep making mistakes?
	Keep quiet until they finish their task, smile and encourage them to go on
	2
	15.4

	
	Keep quiet, but not smile supportively or encourage them to go on
	2
	15.4

	
	Stop them and correct mistakes
	7
	53.8

	
	Get annoyed when students keep making mistakes
	2
	15.4

	3. How often do you correct students’ mistakes while they are performing their tasks?
	Never
	0
	0

	
	Seldom
	2
	15.4

	
	Sometimes
	2
	15.4

	
	Frequently
	9
	69.2


Table 2: Students’ opinions on inappropriate teacher pedagogical practices in English speaking lessons
	Question 
	Options
	No of students
	Percentage (%)

	5. Are your teacher’s pedagogical practices appropriate?
	Yes
	3
	2.5

	
	No
	117
	97.5

	If no, what are they? (Tick more than one option)
	Teacher talking time is too much
	82
	70.1

	
	Teacher’s manners, reaction, time of mistake correction are not suitable
	70
	59.8

	
	Teacher’s speaking style (i.e., fast speech speed , using too much target language and high level of linguistics) leads to students’ incomprehensible input
	88
	75.2

	
	Teachers always keep a distance from students, which leads to tense classroom atmosphere 
	65
	55.6

	
	Others
	0
	0


a. Too much teacher talking time
The statistics from Table 1 clearly shows that all the teachers of English at TNU-CT preferred applying Grammar-Translation method in their teaching to applying CLT approach (23.1%) or others. This means that the teachers of English here were still used to traditional teaching methods with grammar-centeredness and teacher-centeredness but CLT with learner-centeredness was rarely applied in teaching English in general and teaching speaking in particular. In consistent with the statistical results above, the student interviewees claimed that the teacher mainly focused on explaining and giving the forms of grammar structures and providing the meaning of vocabulary, or in other words, the goal of teaching was set on grammar accuracy, speaking fluency was neglected. As a result of traditional methods, teachers occupied more class-time than students; hence, the students were not given significant time and encouragement to develop their self-confidence and their speaking ability. According to a student respondent’s negative comment on using teacher talking time in traditional ways of teaching: “My teacher does almost everything beyond necessity such as providing new words, explaining grammar structures, giving examples, etc. She seems to forget her role as a facilitator to encourage her students to speak, to manage the classroom and organize other classroom activities such as pair work, group work, role-play, etc. As a result, time for her students’ speaking practice is much reduced. A lot of students sit in silence in class, take notes and participate in the lesson only when they are asked to” (A). This was a factor hindering students’ creative and active learning because the teachers took the role of an information provider rather than other roles. Another student informant added: “The texts are always the centre of attention of every class-time but they are not used communicatively. What my teacher and his students do is raising questions and suggesting the answers. There are almost no class activities. Therefore, chances are rarely given to students to express their own ideas” (P). These findings above were in agreement with a high percentage of students (70.1% of 97.5%) who considered ‘teacher talking time is too much’ as an inappropriate teacher pedagogical practice.
b. Unsuitable teacher mistake correction
Basing on students’ perspectives (59.8% of 97.5%) in Table 2, ‘teacher’s manners, reaction, time of mistake correction are not suitable’ in oral English classes. This confirmation of the improper way of correcting mistakes was supported by results from teachers’ opinions in Table 1. Question 2 in Table 1 identified that the participants who stopped students and corrected mistakes when they kept making mistakes made up 53.8%. The results also showed that there still existed some teachers whose reaction to students’ mistakes was in an unfriendly, unhelpful manner (15.4%) and was even angry (15.4%). In addition to that, question 3 indicated in Table 1 reveals that more than half of the teachers (69.2%) frequently stop students during their performance for mistake correction instead of keeping silent until they finish their task. From these statistical data, it can be understood that the ways of mistake correction applied by most of the teachers at TNU-CT prevented students from speaking in classes. 

In addition to that, all the student interviewees acknowledged that teacher feedback on their oral performance was very significant because it might serve not only to let them know how well they had performed but also to increase their eagerness to learn and motivation. Such responses highlighted that error correction is indispensable for effective teaching and learning. What remains the most crucial is the manner of correction. In this study, most participants did not agree with the behavior of a teacher’s correcting mistakes immediately, which meant that a teacher often interrupted her/his students for error correction. They justified their claim by saying that it only made them feel embarrassed, less self-confident, and easily inhibited. And more seriously, it made them think of losing face in front of their peers. In addition, after listening to the teacher, they were likely to forget what they were talking about. These students also protested against a rude manner of teacher mistake correction. Below are some of the students’ remarks: 
“I really feel comfortable in English speaking lessons since my teacher always encourages us to speak without fear of making mistakes and she never criticizes us for that. Hence, we can express our ideas freely and creatively”. (L)  
 “My teacher doesn’t correct his students’ mistakes until they stop their oral performance and the way he corrects them is tactful and gentle. From my point of view, this way of error treatment is really desirable”. (S) 

 “Whenever my teacher interrupts me immediately to correct my mistakes, I often feel so confused and ashamed. I wonder whether she can wait until my speech is over or not. Besides, she tends to blame us for any minor mistake and sometimes uses condemning words in her error correction”. (A)
If teachers keep doing so, they cannot enhance students’ communicative ability. Otherwise, they might construct students’ fear of making oral mistakes as found in a student interviewee’s words: “I am afraid that my English teacher is ready to correct every oral mistake I make” (G) or another case that “I am worried about making oral mistakes in the English class” (P). 
c. Incomprehensible teacher input
As can be seen from table 2, a surprisingly great number of the non-English major students (75.2% of 97.5%) endorsed incomprehensible teacher input as one of the inappropriate teacher pedagogical practices. This suggests that a lot of participants could not understand what was being said by the teacher, which was seen as a major contributor to students’ difficulties in learning speaking skill in English classes. As mentioned in 1.3.1.1.c, in Krashen’s view (1985), learning only takes place by means of a learner’s access to comprehensible input. Learning will occur when unknown items are only just beyond the learner’s level. Moreover, according to the input hypothesis in the Natural Approach (Koch & Terrell, 1991), learners acquire language by understanding input that is a little beyond their current level of competence and in order for learners to understand teachers’ meaning, teachers have to not only control the speech of instruction language but also use their mother tongue when necessary. To clarify this problem, the data from survey were not enough so it was necessary to exploit the information from the interviews with students. During the interview, the five first-year students in this study consistently complained that their teachers used too much English or refused to use any Vietnamese at all which resulted in their incapability to keep up during class. Another complaint was made about the teacher’s speaking speed. In these students’ idea, speaking too quickly in first-year classes was unsuitable because for first-year students, whose listening and speaking skills were very poor, their teachers’ fast expressions would only be empty utterances in their ears. Even some of the first -year students groaned out their teachers’ using high level of language, which, according to them, were understood that teachers selected complicated syntactical structures and uncommon vocabularies in their verbal presentation. Here are some typical answers.

“My teacher of speaking English is too quick for me to understand what he is saying. Honestly, it is impossible for me to keep up with her speed even when she uses Vietnamese”. (L)
“When my teacher of English speaking gives instructions, I often have no idea of what he wants me to do because of his very high speed. Thus, I have to ask other classmates for help”. (A)
“I find it difficult to understand my teacher’s English language as there are too many complex sentences and uncommon, even unknown words in her speech. I think she should use basic and simple sentences and highly frequent lexical items, otherwise her students can’t benefit from her lecture at all”. (L)
d. Too distant teacher-learner relationship

It can be seen from Table 2 above that 55.6% of the students in the survey revealed that their teachers often kept a distance from them in oral English lessons, which led to a stressful classroom atmosphere. This suggested that the relationship between teachers and students might be another potential source of difficulty in teaching and learning speaking skill in English classes. Besides, the information from the interviews with students also supported this confirmation. When the student interviewees were asked to give comments on the teacher-learner relationship in their speaking classes, their responses to this question were amazingly consistent. Three out of the five respondents (A, G, S) affirmed that their teachers did not have a close relation with their students. More particularly, they viewed themselves as superior to their students. They were very serious, unfriendly and unhelpful. The first-year students felt tense and had fewer opportunities to express themselves as well as to improve their oral ability thanks to due to the distant teacher-student relationship. In their words:

“My teacher of English rarely smiles at us. Indeed, he is too strict and hard to access. That makes the relationship between us become too distant and thus, every time I am picked to give a talk, I can hear my heart beat violently. I wish he would become closer so that I wouldn’t feel nervous in speaking lessons”. (A) 

“My teacher seems to be a superior, not be a friend or a counselor so the students like us are only inferiors in her mind. We are supposed to absorb what she lectures without questioning and discussing. Hence, the classroom atmosphere is quite tense”. (S)
On the contrary, L and P expressed a positive attitude towards their teachers, commenting that:
“I always feel relaxed and comfortable in English class because my teacher never keeps a distance from her students. Thanks to this, we can absorb the lesson more easily and our speaking skills are improved day by day”. (P) 

“My teacher is so wonderful. For us, she is like a close friend who is always willing to give help and valuable knowledge”. (L)

To take an insight of the influences of teacher-learner relationship on teaching and learning speaking skill in English classes, the student interviewees were asked to reflect on the personality types of teachers which helped to bring about a comfortable classroom climate in speaking classes and those character traits which provoked difficulties in teaching and learning speaking skill. All informants agreed on the idea that the teachers who were friendly, considerate, funny, tolerant, sympathetic, and patient actually made them feel comfortable. By contrast, those who were impatient and hot-tempered made them feel nervous. Respondent G, for example, remarked: “My teacher of English is so impressive. She is very friendly and humorous. She often tells us interesting and funny stories or organizes exciting games whenever we are tired or bored. In doing so, our motivation is fueled and learning becomes very smooth”. 

Moreover, respondent L maintained: To reduce students’ reticence in oral English language classroom, in my view, the teacher had better first and foremost be patient. Besides, it is really essential for teachers to be friendly, considerate and humorous”. 

3.1.2. Teachers’ deficiency in English communicative competence 
Table 3: Teachers’ English communicative competence

	Question
	Options
	No of teachers
	Percentage (%)

	4. How secure or self-confident do you-yourself feel about teaching speaking? Are you able to cope orally with different situations?
	Very self-confident (be willing to communicate in all various situations)
	0
	0

	
	Self-confident enough (communicate in different situations if expected)
	3
	23.1

	
	Not very self-confident (avoid communicating in various situations as much as possible)
	9
	69.2

	
	Not self-confident at all (feel a bit frightened if coping orally with different situations)
	1
	7.7


It can be seen from Table 3 that the majority of teachers of English (69.2%) did not feel self-confident enough about teaching speaking. So they often tried to avoid conducting various communicative situations relating to real-life contexts with their students. In this regard, 76.9% of the teachers in Table 4 admitted that they lacked English communicative competence which might be the most suitable explanation to their shortage of self-confidence about teaching speaking English. As mentioned in 1.3.1.2, Communicative competence, according to Nunan, Canale and Swain, 1980, Richards, Platt and Weber, 1985, Littlewood, 1994, and Hedge, 2000 , includes not only linguistic competence but also a range of sociolinguistic and conversational skills that enable the speaker to realize how to say what to whom, when etc. This can be understood that teacher’s task in English speaking classes not only provides students with basic grammatical structures, common vocabulary and acceptable pronunciation but also puts that knowledge into use by helping students practice speaking and communicate in various situations and contexts in combination with their strategic and sociolinguistic competence. However, regardless of years of teaching experience, all teacher respondents from the interview understood ambiguously the notion of communicative competence, which, according to them, was only involved in accuracy in grammatical forms, in lexical expressions, comprehensible pronunciation and background knowledge relating to social and cultural aspects while speaking competently requires more than linguistic competence with background knowledge. Therefore, when being asked about the problems attached to English communicative competence, most of the teachers admitted that they were deficient in this ability, which constrained them teaching speaking skill in their English classrooms. In their words:
“I have a lot of difficulties in teaching speaking English because I am only proficient in English grammar, lexical items and pronunciation. I don’t have much knowledge of other areas relating to communicative competence. I wonder how I can teach speaking to my students when I myself cannot communicate in E well”. (T)
“I don’t feel enough self-confident about teaching speaking because of my limited communicative ability. This causes a lot of troubles in the classroom. For example, to help my students participate in a spoken interaction successfully, e.g. having a conversation, it is necessary for me to equip them with certain conversational management skills, which make them capable of performing various tasks including initiating a conversation, turn-taking, contributing to an exchange, negotiating the meaning, etc. However, I am myself confused by those conversational skills though there are always some sample ones” (H)
The three informants attributed this problem to some causes. Firstly, most of them are still accustomed to using traditional methods like the Grammar Translation instead of applying CLT in teaching English in general and speaking skill in particular due to the objective factors at TNU-CT which are not favorable to CLT like large and multilevel classes, time constraint, textbooks and language testing system. The consequence is their lack of the communicative competence and self-confidence to teach English speaking skill. Secondly, Vietnam is not an English-medium country, and English is a foreign language to both teachers and students. Consequently, not only teachers but also students lack a language environment to develop their communicative competence, which prevents them from communicating in English fruitfully. 
3.2. Difficulties from students
As mentioned in the statistic results from Table 4 and Table 5 below, a great number of students (95.8%) had difficulties in learning speaking skill at English classes in consistent with TNU-CT teachers’ difficulties in teaching speaking skill originated from student-related problems. When asked in the survey questionnaires and interviews to comment on what caused teachers and students those constraints in oral English language classrooms, they identified a multitude of variables such as past educational experiences, lack of background/cultural and social knowledge, low motivation for learning English, low level of English proficiency, negative personal traits and traditional cultural beliefs.
Table 4: Teachers’ difficulties in teaching speaking to non-English students at TNU-CT
	Question
	Options
	No of teachers
	Percentage (%)

	5. What are the difficulties that you have experienced when teaching speaking to non-major students at TNU-CT? (Tick more than one option)
	Large class and multi-level class
	13
	100

	
	Students’ low motivation
	13
	100

	
	Students’ low level of English proficiency
	13
	100

	
	Lack of time
	10
	76.9

	
	Students’ lack of background knowledge
	7
	53.8

	
	Teacher’s deficiency in English communicative competence
	10
	76.9

	
	Unsuitable textbook
	10
	76.9

	
	Students’ passive way of learning
	13
	100

	
	Students’ negative personal traits (introverted, shy, unconfident, anxious…)
	7
	53.8

	
	Others: Lack of teaching aids, Western cultural and social factors in English textbooks alien to teachers and students
	3
	2.5


Table 5: Students’ difficulties in learning speaking skill in English classes 
	Question 
	Options
	No of students
	Percentage (%)

	4. Do you have any difficulties in English speaking lessons?
	No
	5
	4.2

	
	Yes
	115
	95.8

	If yes, which following causes lead to your difficulties in English speaking lessons? (Tick more than one option)
	Unfamiliarity with speaking in class
	105
	91.3

	
	Lack of cultural and social knowledge
	58
	50.4

	
	Being afraid of losing face
	62
	53.9

	
	Introversion (shy, timid, reserved…)
	57
	49.6

	
	Low level of English language proficiency
	112
	97.4

	
	Others: Lack of practice, Pursuit of perfection and Difference between Vietnamese and English
	4
	3.5


3.2.1. Past educational experiences
Secondary education in many different parts of Asia was strongly didactic and exam-oriented (Li, 1998; Sato, 1990; Tsui, 1996). As a result, both teachers and learners focused on marks and written tests while neglecting oral English. Students were possibly not encouraged to speak in their language classes. Speaking was not considered too important a skill. In their lessons the emphasis was presumably placed on accuracy of linguistic forms. Their idea of language lesson, therefore, might comprise reading and doing written exercises that practise grammar. Students had also formed the habit of sitting in class and listening quietly to teachers. As a student described, “We are reticent maybe because we were taught to be so since primary school. We were hardly encouraged to speak out loud in front of others” (S). Furthermore, they had remained quiet until requested by teachers to speak in class. Another student interviewee added, “The teacher always chose one, so it was not necessary to be volunteers. The concept ‘not to put up my hand’ has a long history and was deeply rooted in our mind” (P).
Teachers in the interviews were completely in consistent with students’ opinions on past educational experiences which were also considered one of the main causes for student reticence in oral English language classes. According to the interviewed teachers (H, T, M), first-year students at TNU-CT were quite dependent on their teachers. In class, they prefered to work individually and quietly, which means that written work and private learning are preferable in many oral English classes. This style is typical of Vietnamese learners, who look for structured learning, with a teacher as an authority figure and are less comfortable with autonomous learning and situations. Besides, the first-year students are greatly influenced by their past learning experience.
“Students in the first year at TNU-CT are unavoidably affected by their learning style in the past. At high school, they mainly focus on grammar and have little chance to practice English through the oral medium. As a result, TNU-CT freshmen usually keep quiet in the class and whenever being called to speak out, they exhibit nervousness or anxiety” (T).

“The majority of my students expect me to translate everything into Vietnamese just like what their teachers at high school often do” (H). 

The subjects concluded that this bad learning habit really hinders the development of students’ communicative ability in the target language. 

3.2.2. Lack of background or lack of cultural and social knowledge
One additional problematic area related to students is their lack of background or lack of cultural and social knowledge. Students nowadays have more chances to take easy accesses to information about various fields in the life via numerous channels, that is, TV, radio, newspapers, magazines and especially Internet. However, they only paid the most attention to relaxation area with brief news (i.e., the latest news of the results of football matches, the emergence of computer games, the sensational news of film stars, famous singers…) whereas other fields are paid less attention to and/or even are neglected. Therefore, their understanding of life-related areas in Vietnamese is poor and superficial. Consequently, they found it difficult to express themselves in English when discussing topics related to such issues as ‘generation gap’, the achievements in information technology, famous brands and products, the main shopping centers in the world and in their country in English textbooks.  Five students in the interviews reported that they often could not think of what to say on a particular topic. Their excuse was that they did not have any relevant knowledge of the topic, they are not interested in, or have no ideas to contribute with. In agreement with students’ negative evaluations of their background knowledge, two teacher respondents continued to affirm that problem.
“Most of the TNU-CT students have no experience of the subject matters in discussion. The consequence is that they cannot bring to their language learning real-life experience of these fields” (M).

“Everything is new to the freshmen: lexical stock relating to specific topics, knowledge of the various fields. From my own observations and experience, the learner is overloaded when everything is unfamiliar” (T).      

3.2.3. Low motivation for learning English 

Motivation (Gardner, 1985: 10) refers to the combination of effort plus desire to achieve the goal of learning the language plus favorable attitudes towards learning the language. Motivation may be termed “extrinsic” if the purposes of the language study arise from external stimuli while the intrinsic motivation is often understood as the learner’s natural interest (Fisher, 1990). Similarly, Ryan & Deci (2000) point out that intrinsic motivation is the most important kind and it is defined as the desire to engage in an activity for its inherent satisfaction rather than for some separable consequences. On the other hand, motivation may be classified into “instrumental” or “integrative”. Littlewood (1990) makes a distinction between “integrative” and “instrumental” motivation. “A learner with integrative motivation has a genuine interest in the second language community. He wants to learn their language in order to communicate with them more satisfactorily and to gain closer contact with them and their culture” whereas a learner with instrumental motivation “is more interested in how the second language can be a useful instrument towards furthering other goals, such as gaining a necessary qualification or improving employment prospects”. It is likely to affirm that motivation plays an important role in any language skills, especially speaking skill.
Table 6: Students’ reasons for learning English

	Question 
	Options
	No of students
	Percentage (%)

	1. Why do you learn English? (Tick more than one option)
	Obligatory subject in university curriculum
	87
	72.5

	
	Interested in English or enjoy learning English
	28
	23.3

	
	Extend future opportunities, i.e. jobs, promotion etc.
	102
	85

	
	For the purpose of entertainment such as listening to music, playing games, reading books, magazines, newspapers…in English
	29
	24.2

	
	Widen your knowledge about countries in the world (i.e. to learn about the language and culture of English - speaking countries)
	30
	25

	
	An important means of communication
	82
	68.3

	
	Others
	0
	0


As can be seen from Table 6, a relatively great proportion of TNU-CT students (68.3%) responded that they learned English because it’s an important means of communication. This means that nowadays it is important to be able to speak a foreign language, especially English. This demand is connected with the position of English as an international language. Speakers of English, in their opinion, were able to communicate and be understood almost in all situations and places all over the world. A frequent students’ answer (72.5%) was that they had to learn English since it forms one of the obligatory subjects in the universities’ and colleges’ curriculum. These results suggest that students’ motivation for learning English arises, in a large extent, from external stimuli, i.e. the requirements of their universities and colleges and demands of the contemporary society in general. Thus, the students’ motivation, in its prevailing part, can be characterized as extrinsic. Moreover, the reason for learning English that recurred in students’ responses was that they would need English in their future lives, e.g. in their future profession, when studying, working or traveling abroad. In short, they need English in order to extend their future opportunities. Upon scanning the results, it becomes apparent that the reason connected to extending future opportunities gained in prominence with the approval of 85% of the students. The students’ increasing awareness and reflecting on the future possibilities, e.g. studies or career orientation, may account for this fact. The stimulus for learning English in order to extend future opportunities may be classified as belonging to extrinsic, instrumental category of motivation. It may be concluded that in general the students’ motivation for learning English is extrinsic. However, there may be the intrinsic motivation, arising from a genuine interest in English, detected in a much smaller proportion of students (23.3%).The findings here revealed that extrinsic, instrumental motivation seemed to outweigh intrinsic, integrative motivation as a drive to learn. However, to succeed in learning English, the students need to be intrinsically motivated as well. To conclude again, the students at TNU-CT still have low motivation of speaking English in class.
Table 7: Students’ opinions on the speaking skill 

	Question 
	Options
	No of students
	Percentage (%)

	2. How important is speaking skill to you?
	Very important
	55
	45.8

	
	Rather important
	59
	49.2

	
	Little important
	6
	5

	
	Not important at all
	0
	0


Surprisingly, the statistical results from Table 7 above revealed that students in general attached to speaking a considerable importance, that is, up to 45. 8% and 49.2% of the students stated that speaking skill is a very important and rather important skill respectively whereas only 5% of them supposed speaking skill is little important. Such a high “rating” of speaking with students may stem from the reason which may be connected with the demands of today’s society where the ability to speak at least one foreign language means a necessity. This “requirement” together with the position of English as a world language may account for a strong position of speaking within language learning. A good command of a language is considered an “investment” in a future life as it may extend one’s opportunities in looking for a decent and well-paid job or in further studies. There may be an influence of “popular” culture with songs in English and English-speaking media (e.g. the internet, TV and radio channels). Also, while studying, working or traveling abroad a good speaking skill proves to be a great advantage. From this fact, it can be concluded that the majority of the students are aware of the importance of the speaking skill. However, the question raised here is that what the reasons or factors that make students reticent in oral English classes are and what teachers should do to motivate the students to speak. 
Furthermore, the findings from the teacher interviewees were also interesting and worthwhile. Two out of the three interviewees (H and T) complained about their students’ motivation and attitudes towards English while the rest made no comment. The former all agreed that their first-year students actually lack a sense of deriving. 

“My students, when asked about their needs for English often said: “I don’t have any specific purpose in learning English. It is a compulsory subject, so I guess I have no other choice” (H).

“First-year students have a vague idea of the uses of English in their future. A few even think that it is useless to learn English because they will never use it in their future workplace” (T).   

Students’ lack of sense of deriving will affect their motivation in learning English. It seems that TNU-CT students in particular and students at other technical universities in general do not have a love for this subject. They are reluctant to attend English classes and spend no time in learning English outside the class. Many students have to retake English exams as a consequence. Moreover, a teacher respondent honestly admitted: “due to inappropriate pedagogical practices, our students do not see any progress in their learning after having for a long time and therefore they feel demotivated” (M). So it is likely to add that learner’s lack of perception of progress is also known as a constraint to motivation.  

3.2.4. Low level of English proficiency
Students’ low proficiency in English is also identified as a major factor that prevents them from speaking willingly according to the survey findings (i.e., 100% of teachers in Table 4 and 97.4 of 95.8% of students in Table 5 opted for this item). Although the student respondents of this study have learnt English since they were at secondary school, their vocabulary, grammar, and pronunciation are still so poor that they cannot express their ideas in English when they are appointed to do oral activities. All the above-mentioned factors deter them from speaking unwillingly. Gradually, they will lose their interest in trying to speak and become discouraged to speak English anymore. In consistent with the survey findings, low English proficiency is also considered as a main factor that hindered the students from talking to others in English class. “I hardly speak English in classes. I’m afraid of speaking for my oral English is very weak and it makes my oral English weaker and weaker” (G). Because they perceived their English to be poor, many students chose to be quiet “because I feel that others are better than me in listening and speaking. I want to withdraw” (A). Lastly, a female student informant added that as her English ability was limited, she experienced anxiety in speaking class. She said: “Because I don’t think I speak English well, I’m afraid of speaking English in any situation except when I am alone. Naturally, I am nervous when speaking English in front of others. I’d like to be killed better than to be asked to speak English without preparation”. (L)
3.2.5. Negative personal traits 
As claimed by Ellis (1999), that extroverted people were more willing to interact with others while the introverted and shy preferred to be quiet and listen to others, personal traits were also identified as a main cause for reticence in oral language class on the part of many students in the present study. A number of learners are rather introverted in their nature, or they are not used to expressing themselves in front of others (Bradwell). They do not enjoy being the centre of attention. That is why speaking may present itself as a problem for them.

          All the teacher interviewees (H,T, M) said that it was the introversion dimension of their students’ personality that prevented them from taking an active part in speaking lessons. Typical personality traits of students who are introverted, as revealed by these teachers, included shyness, quietness, introspectiveness, and reservedness. Also, all of the teachers shared the same negative viewpoint on students’ introversion which had negative impact on the students’ learning: 
“In the same class, while some extroverted students who are self-confident, open, active and even talkative make the most use of opportunities to be exposed to spoken English, many others always feel nervous as well as not be motivated most of the time. The latter belongs to a kind of typically introverted students who are quiet, shy, retrospective and reserved”. (M)

“In English classes, I am really worried about the introverted students. From my classroom observation, they seem to be very isolated during speaking lessons. Normally, they have a tendency to withdraw from classroom speaking activities, which consequently leads to a passive way of learning, deficiencies in oral skills and a bad relationship with other classmates”. (H) 
In addition to that, some students also thought that reticence was so strongly related to personality, especially introversion. They believed that “some people were born to be so” (A). This was further illustrated by a vivid description, “my partner kept silent unless it was a must to open his mouth. And he would be delighted if he was not chosen to answer a question during the class” (L).
3.2.6. Traditional cultural beliefs 
An important source of student reticence in oral English classes, according to an interesting discovery from the student interviewees, was concerned with traditional cultural beliefs, which emphasized modesty and respect for the old and superior. As a student respondent stated: “Because Oriental culture tells us to be modest, we often keep quiet and give opportunities to others. And Vietnamese people always seem to be too gentle and too reserved, namely, we like and are good at hiding our emotions. As a result, we often keep silent if we are going to be put in a different position from others’ like standing up in front of many people sitting there.  In Vietnamese opinion, the wisest thing for a person is that he shouldn’t show his outstanding abilities even if he has the ability. Vietnamese people don’t like to show their views in public. Culture is deep in everyone’s mind. It is passed from generation to generation. So in our mind, it is all right to be reticent. It needs a lot of courage to change to be open” (S). Other student participants also shared the idea. Respondent L, for example, indicated that because of the influence of Confucian ideology, “Vietnamese people like to be silent and listen to others”. 
As mentioned above, Vietnamese people, consistent with Confucian ideology, generally showed respect to elders and people in authority. This was truthfully reflected in the classrooms where teachers were considered as figures of authority (Cortazzi & Jin, 1996). In P’s words: “Because we think that the classroom is where we learn language, and we are students, so we should sit silently and listen to the teachers who are very knowledgeable. We ourselves feel rude if we interrupt, question, or argue with our teacher”. One student informant even claimed that “there seems to have potential virtue in reticence because Vietnamese people believe ‘action speaks better than words’” (S).
It can be concluded that the learning situation has not been separated or isolated from the total context (Reid, 2002:4). In Vietnam, it is possible to say that both teachers and students have been greatly influenced by the Cultural tradition, mostly by the Confucian tradition. The relationship between teacher and student is much more hierarchical. The teacher is more directive in making decisions about what goes on in the classroom. That is, the teacher is an authority figure and has great power in controlling the class. Confucius taught that the teacher must know all and present knowledge in class, and the students are constrained to accept. Within the Confucian tradition, teachers play the role of authority and dominate the class mainly through their talk, while students are passive receivers and more inclined to believe what the teachers say instead of trying to work out their own answers or to solve the problems by themselves. They believe the teacher should be the instructor and knowledge transmitter in class. So they are used to learning by the teachers’ instruction.  
3.3. Difficulties from objective factors

3.3.1. Large and multilevel classes
All the teachers in the survey mentioned large and multilevel English classes as a constraint in teaching speaking skill. Specifically, in multilevel classes, it is common to have a wide range of students in each class and it is hard to have cooperation among them. In the activities that pair work is needed, a good English proficiency student does not want to work with a low English proficiency one. If required, they soon get bored. In addition, designing lessons to meet their communicative needs is beyond teachers’ capacity. Placing them in classes where all students are at the same level would be very helpful, but that is impossible because English is not the main subject in TNU-CT. During the interview, three teacher informants shared the same viewpoint that there existed many student-related problems in English speaking teaching practices at TNU-CT, of which the most prominent one seems to be mixed proficiency levels of students. In fact, the freshmen come from different parts of the country. Some of them come from provinces while the others from cities and towns, so their levels of English proficiency differ, ranging from elementary to advanced levels. M remarked: 

“In the same class, while some first-year students who are good at English enjoy every classroom moment, many others seem to be demotivated. The latter attend classes just because it is a compulsory subject in the curriculum” (M). 

To make things worse, English classes at TNU-CT are very large, having at least 50 students. That will leave less than a minute for each student during a session, so it is hard to arrange the practice of speaking. Besides, certain other rules have to be observed in classroom setting, for example, one speaker at a time, rather than many at once. The classroom is characteristically reluctant to allow overlapping or simultaneous talk because of the requirement for centralizing attention. The more students a class has, the more difficult it is for the teacher to control class activities. It is not possible for teachers to give each of them individual attention and to be sure that they are on task, especially the quiet and less able students. That can make the students lose their interest in speaking.
Indeed, when teaching such inhomogeneous and large classes, it is obviously a challenge for teachers to satisfy all the needs of the students. In other words, it is difficult to find content which is sharply-focused enough for all members of the class. As a consequence of this, learners in the oral English class may well feel that the course is unfocussed or even worse, the attempt to cater to a special purpose which fails to target the precise interest of the learners may invite criticism. 

3.3.2. Time constraint 
Consistent with a quite great number of teachers’ answer (76.9%) in Table 5, through interviewing with the subject teachers, the teachers also complained that the teaching time is so limited and so many teaching contents are required to be accomplished in the rather limited time. Particularly, recently at TNU-CT, the time devoted to English lessons in each semester has been cut by one-fifth from 90 classes to 75 (two GE first semesters) and from 75 classes to 60 (GE+ESP semesters). This actually puts great pressure on the teachers, as H revealed:

 “The timeframe for each English course used to be about 75 class hours. I don’t know why our university decided to reduce this time amount. Consequently, I must work around the clock to finish the syllabus on time” (H).

Shortage of classroom time not only requires extra effort and time from the teachers but also leads to a methodology problem-the implementation of the grammar-translation teaching approach by most of teachers at TNU-CT. According to their opinions, student interactions are time-consuming. It is not allowed to let students talk more and ask them more referential questions in such a short period of class time, or the required teaching content will not be achieved, whereas it will save much time through more teacher talk. Moreover, it is a highly demanding job to prepare and design the class activities which consumes time and energy. Teachers usually are overloaded and reluctant to do so. Two teacher interviewees, for example, expressed the same negative comments on time constraint.
“Because of time constraints, I often focus on grammar and vocabulary instead of the four language skills. Obviously, speaking fluency is nearly neglected in my English class” (T). 

“Under the pressure of time, I usually let students listen to the tape once or twice, then ask them to look into the transcription and translate it into Vietnamese. There are no speaking activities among students basing on listening topics” (M). 

This method is mainly used as a means of presenting grammar, vocabulary and structures. In the researcher’s opinion, though it cannot be denied that in English language learning, grammar and vocabulary are always important components of the whole process, it does not mean that only knowledge of linguistic rules will help students communicate information successfully. Facts have shown that some learners have rich vocabulary, acquire most rules of grammar and do well in tests, yet they are unable to practise and produce language in context. TNU-CT students are no exception. In fact, what they really need are aural and oral skills to be able to communicate in and out of work. And to meet students’ communicative needs, teachers need to adopt the communicative approach of teaching, not the traditional grammar-translation one. Unfortunately, according to the interviewees, their students do not have much chance to improve their communicative competence.

“Due to time limit, learners have little chance to practice in class. I seldom ask my students to do pair work or group work, and classroom interaction is usually in the form of short questions and answers” (H).   
3.3.3. Text books
Obviously, textbooks have always been considered as a big problem to the administrators and teachers because the process of teaching and learning are mainly based on them. They are absolutely powerful in every classroom, everywhere throughout the country.  For many years, there have been no fixed English textbooks to non-specialized students in ELT context in Vietnam. The teachers and administrators kept changing them after assessing new textbooks. For instance, they begin from teaching Streamlines, Life Lines, Headway and then New Headway. According to the statistical data in Table 4, 76.9% of teachers considered textbooks as another considerable cause that led to difficulties for the teachers. In consistent with this statistical result, two out of the three teachers (H, T, M) from the interview thought that the chosen textbooks for the two first semesters - “New Headway Elementary and Pre-Intermediate” were unsuitable for teaching speaking skill. These textbooks are designed for teaching four skills at the same time, not for teaching speaking only. Moreover, the lessons in these textbooks are often too long, too complicated and full of Western cultural elements which are alien to both teachers and students. Therefore, teachers found it very difficult to teach four skills and finished these lessons within the required time. Consequently, they tended to teach the language of the lessons, rather than the skills developed through the lessons and the speaking skill was not an exception. The speaking component in supposedly integrated lessons was paid too little attention to and was even too often neglected. This situation surely has caused great trouble for teachers and students in teaching and learning speaking skill in English classes. In the respondents’ words:

“I know that speaking skill is really important to students in modern societies. Due to the overload of knowledge items and skills in textbooks, I haven’t got enough time to give my students chances to practise speaking English in class”. (M)

“I wish I could spend more time teaching speaking skill to my students but in fact I can’t because I have to teach every lesson and every point in the textbook. Honestly, it is really a shame when we cannot teach what we want and have to do what we know is not beneficial for our students. This demotivates not only me but other teachers of English in our teaching”. (H)
Table 8: Students’ assessment of speaking topics and activities based on the textbook ‘New Headway Elementary and Pre-intermediate’
	Question 
	Options
	No of students
	Percentage (%)

	3. How do you find speaking topics and activities introduced in class, based on “New Headway Elementary and Pre-intermediate”?
	Interesting
	17
	14.2

	
	Boring
	45
	37.5

	
	Difficult
	51
	42.5

	
	Easy
	7
	5.8


For the students in the survey, they also maintained a similar view on the unsuitability of English textbooks for teaching and learning speaking skill. As can be seen from the statistics in Table 9, 42.5% of the informants found speaking topics and activities in the textbooks ‘New Headway Elementary and Pre-Intermediate’ difficult, even 37.5% of them thought the topics and activities boring, not interesting enough to motivate their attraction. Interest mattered a lot in students’ active participation in classrooms activities. However, only 14.2% of the students answered that speaking topics and activities in the textbooks were interesting. According to the students interviewed, “when something isn’t interesting, most people are not willing to talk about it, while one can talk as much as he can on his interest” (A). Similarly, whether a student was active or not also depended on his/her familiarity with a topic. “It depends on how much I know about the topics. If I know more I’m active, but if I know little about it, I keep quiet” (G). From the analysis above, there exists a problem that what the teachers should do is to make the topics and activities in this kind of textbook a bit easier and more interesting to stimulate the students to actively and willingly take part in oral English lessons.
3.4. Participants’ suggestions for reducing the difficulties in teaching speaking  

In the interview, both teacher respondents and student respondents made some suggestions for decreasing the difficulties in teaching speaking skill (item 10 – appendix 3 and item 5 – appendix 4). 
When being asked what teachers of English should do to minimize the problems in English speaking lessons, all the interviewed teachers stated straightforwardly that they, first and foremost, had to improve their English communicative ability. From their point of view, they should be participated into training courses on CLT; however, they also realized that self-training was the most effective way to improve their expertise at this time. Moreover, the teachers of English suggested that they should familiarize themselves with the limited timeframe and large and multilevel classes and overcome those problems by applying suitable classroom techniques and activities. More interestingly, a teacher interviewee provided a feasible solution to student-related problems in teaching speaking skill: “We know that we have to put more effort into our teaching such as improving our own expertise as well as pedagogical practices, selecting and modifying teaching materials suitable for our students’ levels and demands. However, to make English lessons become successful requires not only teacher’s effort and good materials but student’s attempt as well. Hence, it is significant to help students become efficient learners” (H). This strategy can be understood that students who are considered as efficient learners are surely good speakers of English. 

When being asked what teachers of English should do to help their students overcome reticence in English oral classes or motivate them to speak English willingly and actively, all interviewed students expressed the wish to have a better English learning environment. In their view, they should be given more time and chances to practice speaking. Specifically, S indicated that it was important for students, especially shy, timid, anxious and reserved ones to be encouraged to speak English once they were in the class. Furthermore, it was strongly recommended that the classroom atmosphere be neither too serious nor too formal, but be funny so as to help students speak more comfortably and willingly. To achieve this, teachers of English ought to be a facilitator, a counselor or a friend and more importantly, the teacher should foster positive personality traits. In A’s words: 

“The teacher had better create a relaxing and supportive classroom environment so that students’ interest in and motivation to speak English may be enhanced. In addition, it might be helpful if she is humorous, caring and tolerant”. (A)
The five student informants also suggested that the speaking teacher should introduce more extracurricular communicative activities such as information gaps, role-play and discussions organized under the form of pair work and group work to exchange information relating to interesting topics in real-life resembling contexts and situations. L, for example, said:

“Teachers should know to motivate their students by providing a wide range of communicative activities such as information gaps, role-play and discussions. They are supposed to be more flexible in achieving the course objectives instead of depending too much on the fixed syllable or lesson plans. It is necessary that they realize a growing tendency in language teaching to place an emphasis on fostering students’ ability to communicate in a foreign language”. (L)    

In summary, this chapter has presented the most important practical work of the study. Important findings from the survey questionnaires and the semi-structured interviews have been reported to answer fully the first research question and partly the second one raised in part A. In the following part, the overview of the study will be reviewed and some suggestions for teachers to minimize the difficulties in teaching the skill of speaking will be presented to cover the second research question. In addition, the limitations of the study together with further studies will be pointed out in the final part. 

PART C: SUGGESTIONS AND CONCLUSION
1. Overview
The study aims at finding out relevant difficulties that TNU-CT teachers of English confront in teaching speaking skill to non-English major students as well as making suggestions for teachers to diminish those difficulties. The population of this study was all teachers of English and non-major students of English at TNU-CT. A random sampling procedure was applied to choose the sample for the questionnaire for students (that is, 120 first-year students of 2nd term). In order to have a further understanding of the subjects’ difficulties in teaching and learning the speaking skill in English classes, 3 teachers of English and 5 non-major students of English were chosen as interviewees on the basis of their most difficulties they encounter. In this study, questionnaires and interviews were used as research instruments. 
From their teachers’ and students’ responses to the questionnaires, it is apparent that the difficulties in teaching and learning the skill of speaking in English classes surveyed in this study were evident. Those difficulties included difficulties caused by teachers themselves, students and objective factors. Firstly, the majority of teachers had such inappropriate pedagogical practices as too much talking time, unsuitable mistake correction, incomprehensible input and too distant teacher-learner relationship. These data were exploited from the students’ opinions. Also, many teachers themselves admitted that they were deficient in English communicative competence. Secondly, the problems in oral English language classrooms were not only originated from teachers but also from students. The student-related problems were past educational experiences, lack of background/cultural and social knowledge, low motivation for learning English, low level of English proficiency and negative personal traits. Lastly, some objective factors like large and multilevel English classes, time constraints and textbooks were also considered as major hindrances to teaching speaking skill. Besides, the semi-structured interviews for both teachers and students were conducted to explore in depth the reasons why these teachers and students experienced those difficulties in their English speaking classes. From the interview, it was interesting to discover students’ traditional cultural beliefs that contributed much to the difficulties in teaching and learning in oral English classes. During the interviews, the three teachers and the five students proposed some strategies to cope with the problems in speaking lessons. According to teachers of English, they had to improve their English communicative ability, familiarize themselves with the limited timeframe and large and multilevel classes by applying suitable classroom techniques and activities and help their students become efficient learners. From the students’ perspectives, the teachers should create a better English learning environment and introduce more extracurricular communicative activities.
Based on the findings of the study, a number of suggestions for alleviating the difficulties in teaching the skill of speaking to non-English major students were given to teachers of English at TNU-CT.     
2. Suggestions for minimizing the difficulties in teaching speaking skill to non-English major students at TNU-CT
2.1. Some coping strategies for teachers

According to the findings in the study, it is clear that the difficulties in teaching speaking skill was partly caused by the teachers of English; therefore, teachers play a very important role in reducing the problems happening in English speaking lessons. A number of suggestions for teachers will be discussed below.

( Improving teachers’ English communicative competence
From the survey and interview, it is clear that many teachers at TNU-CT are deficient in English communicative competence. To solve this problem, the English Division at College of Technology and Thai Nguyen University should organize training courses on teaching English in light of the Communicative Approach on a regular basis. Apart from teacher training of CLT, self-training proves to be the more practical and immediate approach to teachers of English. In most cases, professional teachers of English can train themselves, learning as they go. Many teachers of English at TNU-CT are doing the same, for the lack of teachers of English do not allow them to have any pre-service or in-service training.

( Adjusting teaching time and pedagogical practices
At present, most of the teachers of English are working under the pressure of time. Since there is no way to change the allotted time for the English subject, teachers must adapt themselves to this new timeframe. For example, it is advisable for them to reduce the amount of time spent on items that students find easy, and more time on the problematic areas that students face with. Moreover, teachers should always bear in mind that the utmost purpose in teaching English is to improve students’ communicative competence, so the course should be designed to promote the active use of language, to encourage the students to participate, and to give confidence and a feel for communicative value of language. Thus, the grammar-translation teaching approach seems unsuitable given the ELT context and the employment of the communicative approach is advisable for TNU-CT teachers of English. 
In conjunction with adjusting teaching time and methodology, it might be helpful for teachers to consciously examine their own pedagogical practices to help dispel those that negatively impact learners. In order to have pedagogical practices appropriate for students, teachers should establish a friendly, supportive and non-threatening classroom learning environment. Firstly, teachers should establish a good relationship with students, especially shy, timid, anxious and reserved ones to encourage them to communicate, which will make the classroom environment become less tense. To attain this, it is important that teachers act as friends, consolidators, or/and counselors rather than dictators, or/and superiors. Besides, as recommended by the student interviewees, teachers have to develop positive personality traits such as patience, a sense of humor, or considerateness to make students more comfortable with their language learning process. 

Next, teachers had better have a tolerant attitude towards students’ errors. In other words, they should consider mistakes as part of the natural process of language learning so it is not necessary to correct every single mistake. Furthermore, the manner of mistake treatment is supposed not to be direct and intrusive so that students will not feel criticized, inhibited and anxious. According to Young (1991), one way to provide feedback without much anxiety and inhibition is to model students’ responses. This simply means that the teacher asks the students who made the mistake to reproduce the corrected version of what the students are trying to express instead of pointing out their mistakes directly. It should be realized that in a motivating and supportive classroom students feel comfortable taking risks and participating positively in the classroom activities because they know that they will not be criticized by their teachers or embarrassed if they make mistakes in front of their classmates. Another effective way is to introduce peer correction so that students might feel less threatened. Moreover, it is important that teachers select the right time to correct students’ errors, preferably at the end of their speech as suggested by the student respondents in this study. It is likely to affirm that giving feedback and correcting errors is also a good way to motivate students as it helps to clarify their understanding of the meaning and construction of language and it shows that the teachers really listen to what they say. 
Finally, as the results of the research mentioned, the student informants all suffered from incomprehensible input; hence, teachers of English are advised to check their students’ comprehension carefully. If the class seems not to understand what the teacher is saying, he/she should talk clearly and slowly; use repetition, samples, charts, pictures, gestures and body language; or even speak Vietnamese when necessary.

( Training students to become efficient learners 
Besides teachers’ effort and good materials, students also play a major part in the success of the course. It is, therefore, important to help students become efficient learners. 

The results of the study show that when learners lack a sense of deriving and have an incomplete concept of learning process, they will learn and perceive the target language passively and negatively. It is the responsibility of the teacher to make students understand well the nature of the learning process and help them develop positive attitudes towards learning. Specifically, students should be made aware that learning is an active process which involves a number of skills and strategies at the same time, drawing on social and cultural knowledge, knowledge of the language and the materials they learn, strategies for accessing learning skills and receiving teacher’s input critically but not passively affected by traditional cultural beliefs. Therefore, it is very important that teachers encourage learners to develop extensive learning habits outside the classroom. 

2.2. Some suggested classroom techniques and activities for teachers to motivate non-major students of English who are reticent in oral English classes

Below are the most commonly-used techniques and activities to motivate reticent students to communicate in English speaking lessons. However, before putting them into use, teachers of English need to take a serious consideration into what is appropriate for particular subjects in particular situations. The effectiveness of these techniques and activities varies from contexts to contexts. 
2.2.1. Some suggested techniques in teaching speaking 
a. Teaching speaking strategies 

Students often think that the ability to speak a language is the product of language learning, but speaking is also a crucial part of the language learning process. Effective teachers should teach students speaking strategies which they can use to help themselves expand their knowledge of language and their confidence in using it. This is especially important for students at TNU-CT because the majority of them do not have good knowledge of English. According to Burkart (1998), speaking strategies include: using minimal responses, recognizing scripts and using language to talk about language. 

· Using minimal responses

Language learners who lack confidence in their ability to participate successfully in oral interaction often listen in silence while others do the talking. One way to encourage such learners to begin to participate is to help them build up a stock of minimal responses that they can use in different types of exchanges. Such responses can be especially useful for beginners.

Minimal responses are predictable, often idiomatic phrases that conversation participants use to indicate understanding, agreement, doubt, and other responses to what another speaker is saying. Having a stock of such minimal responses enables students to focus on what the other participants are saying since they do not have to simultaneously plan responses.

· Recognizing scripts

Some communication situations are associated with a predictable set of spoken exchanges - a script .Greetings, apologies, compliments, invitations, and other functions which are influenced by social and cultural norms often follow certain patterns or scripts. In these scripts, the relationship between a speaker’s turn and the one that follows it can often be anticipated.

Teachers can help students develop speaking ability by making them aware of the scripts for different situations so that they can predict what they will hear and what they will need to say in response. Through interactive activities, teachers can give students practice in managing and changing the language that different scripts contain.

· Using language to talk about language

Language learners are often too embarrassed or shy to say anything when they do not understand another speaker or when they realize that a conversation partner has not understood them. Teachers can help students overcome this reticence by assuring them that misunderstanding and the need for clarification can occur in any types of interaction, whatever the participants’ language skill levels. Teachers can also give students strategies and phrases to use for clarification and comprehension check.  

By encouraging students to use clarification phrases in class when misunderstanding occurs and by responding positively when they do, teachers can create an authentic practice environment within the classroom itself. As they develop control of various clarification strategies, students will gain confidence in their ability to manage the various communication situations that they may encounter outside the classroom.
b. Base the activities on easy language 

Generally, the level of language needed for a discussion should be lower than that used in intensive-learning activities in the same class. The language required for a discussion should be easily recalled and produced by students so that they can speak fluently. In some cases, pre-teaching or reviewing essential vocabulary and grammatical structures before the activity starts is a good idea.
c. Use language in authentic ways

In learning speaking, it is the best if students have frequent chances to hear and read the language as native speakers use it. Teachers can give students these chances through teachers’ talk and materials. 

As for teachers, they should try to use the language as naturally as possible. It is advisable that teachers should: speak at normal rate; use vocabulary and structures that students are familiar with; state the same idea in different ways to aid comprehension.

Authentic materials can be found in magazines, newspapers, TV and radio broadcastings, etc. Besides providing students with the chances to see how communication is carried out in real life, authentic materials also help introduce social and cultural aspects of language use to students. 
d. Use pair work and group work

The use of pair and group work can help teachers in dealing not only with large classes, but also with mixed ability classes. By using pair and group work a teacher can maximize student talking time and minimize teacher talking time going on in a limited period of classroom time. This helps to change classes from being more teacher-centered to being more student-centered. In so doing, teachers can use students to teach other students; this will make learning less intimidating to students who may be shy and unwilling to speak in front of the class. In other words, they feel more confident and more motivated to express and exchange their own ideas with their classmates when working in pairs and groups. Moreover, this kind of activities gives students an opportunity to rehearse their responses in pairs or small groups before being asked to speak in front of the whole class. Pair work or group work benefits not only students but also teachers because, as mentioned, it minimizes teacher talking time in class. This means that  organizing pair work or group work in class helped teachers escape from the hard and boring work of knowledge transmitters who spend their whole talking time in explaining everything and then calling students to answer questions or do exercises. At that time, during pair work or group work activity, teachers play the new roles as organizers and facilitators.
Teachers must select appropriate pair and group work activities and monitor them carefully. For example, effective pair and group activities have the following characteristics: (1) communication gap: each student has relevant information that the others don’t; (2) task orientation: an activity has a defined outcome such as solving a problem; (3) time limit: students have a preset amount of time to complete the task. In case the task is based on group discussion, the teachers should include instructions about participation when introducing it. Specifically, teachers need to make sure that students understand what is expected of them before actually starting. This often means that teachers model what should be done. Preparation is another important factor. This means that students need to know the basic language structures and vocabulary required for an activity. When monitoring the pairs the pairs or groups, teachers need to help and encourage the less able students in participation, and at the same time, give more difficult tasks to the more able students in order to develop their ability, which can prevent them from dominating activities.
On the other hand, pair work or group work has its disadvantages, too. Using pair and group work, it may be more difficult for teachers to manage and control the class at the beginning of the course. It may also take time and the class may be noisy. Moreover, some students may use Vietnamese instead of English during discussion or even chat with each other and the best way to prevent students from speaking Viet is that the teachers should try their best to put an eye on all groups, remind students and model them the language use. However, students will gradually get used to this method and will be interested in it as they themselves can realize the benefits which pair and group work brings about to them.

2.2.2. Some suggested activities in teaching speaking 

a. Drill activities

When students first begin to speak in another language, their speaking will need to be based on some form-focused learning. An effective way to begin is to base speaking on some useful, simple memorized phrases and sentences. These may be greetings, simple personal descriptions, and simple questions and answers. These can be practiced in repetition drills. The teacher says a phrase or sentence several times and then ask students to repeat. Some students can be called on to repeat individually, and then the class may repeat together. Because it is helpful to give students quite a lot of repetition practice in the beginning level courses, the teacher needs to find ways of varying repetition activities to keep the students interested. In traditional classrooms, these activities were used frequently. In current English classrooms, this kind of activities still exists but very few. In my opinion, these activities are still very helpful for students with low level of proficiency like those at TNU-CT because drill activities play a useful part in a language course in helping students to be formally accurate in their speech (i.e., the accurate use of words, structures, pronunciations and so on) and in helping them to quickly learn a useful collection of phrases and sentences that allow them to start using the language as soon as possible. As their proficiency and experience in the language develop, most of these phrases and sentences may be re-analyzed and incorporated into the students’ system of knowledge. Language use based on memorization can be the starting point for more creative use of the language. 
b. Structured output activities/ guided activities

Structured output activities consist of tasks that students carry out using language items recently introduced, sometimes in combination with previously learned items. In these activities students can change to talk about themselves and to communicate their own needs and ideas. Two common kinds of structured output activities are information gap and jigsaw activities. In both these types of activities, students complete a task by obtaining missing information, one feature the activities have in common with real communication. However, information gap and jigsaw activities also set up practice on specific language items. In this respect, they are more like drills than like communication.

· Information gap activities: These activities are often carried out in form of pair work and group work.

· Completing the picture

Example 1: Two students have the similar pictures with different missing details. They have to cooperate to find all the missing details without looking at the partner’s picture.

Example 2: Two students have the similar pictures but similar items are different in appearance. Students have to cooperate to figure out the differences without looking at the partner’s picture. 

This kind of activities helps practice numerous language items. The practiced grammar and vocabulary are determined by the content of the pictures and the missing or different items. 

· Filling the gaps in a schedule or timetable

Example 3: Student A holds an airline timetable or schedule with some of the arrival and departure times and places missing. Student B has the same timetable or schedule but with different blank spaces. The two students are not permitted to see each other’s timetables or schedules and must fill in the blanks by asking each other appropriate questions. The features of language that are practiced would include questions beginning with “when” or “at what time” and “which flight”. Answers would be limited mostly to time expressions like “at 9:30” or “at ten past ten in the morning”.
	Student A:
	
	
	Student B:
	

	Airline
	Schedule
	
	Airline
	Schedule

	Departures:
	
	
	Departures:
	

	To
	Time
	
	To
	Time

	Columbus
	9:30 a.m.
	
	
	9:30 a.m.

	New York
	
	
	New York
	10:10 a.m.

	Portland
	10:50 a.m.
	
	Portland
	

	Arrivals:
	
	
	Arrivals:
	

	From
	Time
	
	From
	Time

	
	9:45 a.m.
	
	Dallas
	9:45 a.m.

	Boston
	10:35 a.m.
	
	
	10:35 a.m.

	Miami
	
	
	Miami
	11:25 a.m.


· Jigsaw activities

Jigsaw activities are more complicated than information gap activities that can be done with several partners. In such activities, each partner has one piece or a few pieces of ‘the puzzle’ and they have to work together to fit all the pieces into a whole picture. There are several forms of puzzle piece: a panel from a comic strip, a photo from a set that tells a story, a sentence from a written narrative, etc.

 Example 5: Students work in group of 6; each has a picture card of a funny story. They must work together to put the pictures in the correct order of the story.

One thing that teachers need to bear in mind when organizing information gap and jigsaw activities is their consciousness of the language demands they place on their students. If the activities require the language that students have not practiced, teachers can brainstorm with them when setting up the activity to preview the language they will need, eliciting what they already know and supplementing what they are able to produce themselves.

c. Communicative output activities

Communicative output activities allow students to practice using all of the language they know in situations that resemble real settings. In these activities, students must work together to develop a plan, resolve a problem, or complete a task. The most common types of communicative output activity are role-plays and discussions.

· Role-play: 

In role-plays, students are assigned roles and put into situations that they may eventually encounter outside the classroom. Because role plays imitate life, the range of language functions that may be used expands considerably. Also, the role relationships among the students as they play their parts call for them to practice and develop their sociolinguistic competence. They have to use language that is appropriate to the situations and to the characters.

Students usually find role playing enjoyable, but students who lack self-confidence or have lower proficiency levels may find them intimidating at first. There are certain tips teachers should bear in mind when applying role-play successfully into teaching speaking skills:

+ Prepare carefully: introduce the activity by describing the situation and making sure that all of the students understand it

+ Set a goal or outcome: be sure the students understand what the product of the role-play should be, whether a plan, a schedule, a group opinion, or some other product
+ Use role cards: Give each student a card describing the role to be played. For students with low level of proficiency, the card may be composed of words, structures and expressions that the character might use

+ Brainstorm: before starting the role play, ask students to brainstorm as a class to predict what the language (including vocabulary, grammar, and idiomatic expressions) they might use

+ Use small groups: this ensures that less confident students will fell more able to participate if they do not have to compete with many voices

+ Students’ preparation: be sure to give students enough time to work individually to outline the ideas and the language they will need to express them
+ Be present as a resource, not a monitor: always ready to answer students’ questions without correcting their grammar and pronunciation unless they ask teachers to do so

+ Allow students to work at their own levels: the levels of students are not the same, so don’t expect them to contribute equally to the role-play, or to use every grammar point you have taught

+ Do the topical follow-up: require students to report to the class on the outcome of their role-plays

+ Do the linguistic follow-up: after the role play is over, give feedback on grammar and pronunciation problems teachers have heard. This can wait until anther class period when you plan to review grammar or pronunciation anyway 

· Discussion

 Discussions give students chances to practice in negotiating meanings and to express themselves in the target language. Like role-plays, before using discussions, teachers should prepare the students carefully (i.e., give them input - both topical information and language forms - so that they will have something to say and the language with which to say it), otherwise they will get counter-effects from this activity. The tips which help apply discussions successfully are almost the same as those of role-plays. In addition, teachers may let students suggest the topics or choose from several given topics for discussion. Discussion does not always have to be about serious issues. Students are likely to be more motivated and more interested in participating if they like the topics such as television programs, sports, student lifestyle, plans for a vacation, or news about mutual friends. Weighty topics like how to combat pollution, or apply technological inventions into education effectively are not as engaging and place heavy demands on students’ linguistic competence. Teachers are supposed to keep discussion short. This is understood that students are given a defined period of time, not more than 8-10 minutes, for discussion and allowed to stop sooner if they run out of things to say.  
To sum up, communicative output activities give students the opportunities to experiment, to see how far they can communicate in situations where they themselves are the people who choose the language as well as to practice using the language they know fluently. These activities also create a supportive atmosphere that allows students to make mistakes without making fear of embarrassment. These activities also motivate students and make them feel more self-confident to speak.

3. Limitations of the study

Though the researcher has made efforts toward carrying out this study, due to the limitation of time, lack of resources and the researcher’s ability, drawbacks are unavoidable. First and foremost, not all the students at TNUT are involved in the survey questionnaires, to some extent; the results may not be generalized for all students. Next, although the researcher utilized both survey questionnaires and semi-structured interviews as the research instruments for data collection, the researcher should combine different tools for data collection like observation in order to make the obtained results more reliable and valid. In spite of the unavoidable limitation, the researcher believes that this study will be beneficial to the teaching of speaking skill to non- English major students at TNUT and this may lead to students’ speaking progress.  

4. Suggestions for further study
This study only concentrates on relevant difficulties in teaching of English speaking skill to non-English majors at TNUT and makes some suggestions for teachers and suggests certain classroom techniques and activities which help to motivate reluctant or reticent to speak English. It is likely to affirm that the study has merely mentioned a very small part of teaching speaking skill at a concrete research context. There are some suggestions for further researches concerning the teaching speaking skill at TNUT in particular and at other educational and training institutes in general:

· A study on the ways of introducing students to current ways of learning speaking skill

· An action research on the effectiveness of the suggested techniques and activities mentioned in this study

· A study on techniques and activities for students which help them to improve their learning speaking skill 

· A study on designing supplementary speaking tasks and activities based on English course books for non-English major students in the light of CLT.
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APPENDICES

Appendix 1: SURVEY QUESTIONNAIRE FOR TEACHERS
This questionnaire is conducted with a view to finding out relevant difficulties from teachers when teaching English speaking skill to non-English major students at TNU-CT. Your completion of this questionnaire is highly appreciated. The data collected are used in the research paper only, not for any other purposes.

Thank you for your cooperation!
* Background information
- Your gender:  ( Male         


( Female  
- Your age: ……………………………………………………………………………
- Your name: ………………………………………………………………………….

- Your years of teaching English: …………………………………………………….
Please put a tick (v) in the box beside the option(s) appropriate to you.
1. What teaching methods are currently applied in your teaching speaking?

· CLT 



( Grammar-translation method 

· Audio-lingual method         
( Direct method                         (  Others          

2. What is your reaction to the students keeping making mistakes? 

· Keep quiet, smile and encourage them to go on their task

· Keep quiet, but not smile or encourage them to go on their task

· Stop them and correct their mistakes

· Get annoyed when students keep making mistakes

3. How often do you correct students’ mistakes while they are performing their tasks?

· Never

( Seldom

( Sometimes

( Frequently 
4. How secure or self- confident do you-yourself feel about speaking? Are you able to cope orally with different situations?

· Very self-confident (be willing to communicate in all various situations)

· Self-confident enough (communicate in different situations if expected)

· Not very self-confident (avoid communicating in various situations as much as        possible)

· Not self-confident at all (feel a bit frightened if coping orally with different situations)
5. What are the difficulties that you have experienced when teaching speaking to non-major students at TNU-CT? (You can tick more than one option)

· Large class and multi-level class

· Students’ low motivation

· Students’ low level of English proficiency

· Lack of time
· Students’ lack of background / cultural and social knowledge

· Low language teaching competence (linguistic, cultural and social knowledge…)

· Unsuitable textbook

· Students’ passive way of learning 

· Students’ negative personal traits (introverted, shy, unconfident, anxious…)

· Others...............................................................................................................
Thank you very much for your help!

Appendix 2: PHIẾU ĐIỀU TRA DÀNH CHO SINH VIÊN
Phiếu điều tra dưới đây nhằm tìm hiểu những khó khăn mà sinh viên không chuyên tiếng Anh trường ĐH Kỹ Thuật Công Nghiệp Thái Nguyên gặp phải khi học kĩ năng nói tại các lớp học tiếng Anh. Các thông tin và các câu trả lời mà bạn cung cấp rất quan trọng và cần thiết đối với khảo sát này. Bạn cũng yên tâm rằng các dữ liệu mà bạn cung cấp chỉ sử dụng cho nghiên cứu chứ không nhằm mục đích nào khác.

                                                                           Cảm ơn sự hợp tác của bạn!

* Thông tin cá nhân
- Giới tính: ( nam                  ( nữ
- Họ và tên: 

- Tuổi: 

- Lớp: 


- Bạn đã học tiếng Anh được bao lâu? 

Bạn hãy đánh dấu (V) vào ô bên cạnh câu trả lời mà bạn lựa chọn.
1. Bạn học tiếng Anh vì lý do gì? (Bạn có thể tích nhiều hơn một lựa chọn)

· Một môn học bắt buộc trong chương trình đại học

· Thích học tiếng Anh

· Mở rộng cơ hội trong tương lai, ví dụ như nghề nghiệp, thăng tiến….. 

· Phục vụ mục đích giải trí như: nghe nhạc, chơi game, đọc truyện, sách báo….

· Mở mang hiểu biết về các quốc gia trên thế giới (ví dụ như: tìm hiểu ngôn ngữ và văn hóa các nước nói tiếng Anh)

· Tiếng Anh là một công cụ giao tiếp quan trọng

· Các lý do khác: ................................
2. Kĩ năng nói quan trọng với bạn như thế nào?

· Rất quan trọng   ( Khá quan trọng  
(   Hơi quan trọng  ( Không quan trọng tí nào
3. Bạn đánh giá như thế nào về những chủ đề và các hoạt động nói trong cuốn sách “New Headway – Elementary and Pre-intermediate”? 
· Thú vị
( Tẻ nhạt
( Khó 
( Dễ 

4. Bạn có gặp phải khó khăn gì trong giờ học nói Tiếng Anh không?

         ( Có         

( Không

Nếu có, những nguyên nhân nào sau đây dẫn đến những khó khăn đó của bạn? (Bạn có thể tích nhiều hơn một lựa chọn)

· Từ trước đến giờ bạn không quen phải nói tiếng Anh trong giờ học
· Bạn thiếu hiểu biết về văn hóa và các lĩnh vực khác trong đời sống xã hội 
· Bạn sợ bị các bạn cùng lớp và giáo viên chê cười khi mắc lỗi trong khi nói 

· Do bản tính hướng nội (rụt rè, nhút nhát, hay xấu hổ, hay e thẹn ..v.v…) của bạn 

· Trình độ tiếng Anh (ngữ pháp, từ vựng, cách phát âm, cách kết hợp từ v.v.  vẫn còn kém
· Các nguyên nhân khác ...................
5. Theo bạn, phương pháp sư phạm của giáo viên dạy nói của bạn có phù hợp không?
· Có                ( Không

Nếu không, sự không phù hợp đó là gì? (Bạn có thể tích nhiều hơn một lựa chọn)

· Giáo viên nói quá nhiều không cho sinh viên cơ hội thực hành

· Cách thức, thái độ và thời điểm sửa lỗi của giáo viên chưa phù hợp

· Giáo viên nói quá nhanh và quá khó nên sinh viên không hiểu

· Giáo viên quá xa cách với học sinh nên không khí trong lớp rất căng thẳng  

· Các lý do khác ....

Xin chân thành cảm ơn sự giúp đỡ của bạn!
Appendix 3: Interview questions for teachers

1. Do you have any difficulties in teaching speaking skill to the first-year students at TNU-CT?

2. What knowledge areas do you think are needed in the notion of communicative competence?

· Do you have any difficulties related to these knowledge areas?

· If yes, what are the potential causes of these difficulties?

3.  Are you satisfied with your students’ learning style in the first year at college?

Does this way of learning have any influence on their learning speaking English?

4. Is the background or cultural and social knowledge of TNU-CT first-year students adequate? If not, what may be the consequences of this in English speaking lessons? 
5. What do you think about your students’ motivation to learning English?

6. Which students’ trait(s) deter(s) them most from taking actively in the speaking lesson?

7. Is TNU-CT first-year students’ level of English proficiency mixed or homogeneous? 

      If mixed, do you have any trouble teaching inhomogeneous classes?

8. What do you think about the time allocated for the two first semesters? Does this time amount bring you any trouble?

9. Are the textbooks used for the two first semesters suitable for teaching speaking skill?  

10. What should you do to minimize these problems? 
Appendix 4: CÂU HỎI PHỎNG VẤN DÀNH CHO SINH VIÊN
1. Bạn có gặp phải khó khăn gì trong giờ học nói tiếng Anh không?

2. Theo bạn, phương pháp sư phạm của giáo viên bạn còn có điểm gì không phù hợp làm ảnh hưởng đến việc học nói tiếng Anh của bạn không?

3. Bạn có cảm thấy miễn cưỡng khi tham gia vào các hoạt động nói tiếng Anh trong lớp học ngoại ngữ không? Những nguyên nhân nào gây ra sự miễn cưỡng đó của bạn?

4. Bạn đánh giá thế nào về các chủ đề và hoạt động nói trong cuốn sách tiếng Anh mà bạn đang học? Các chủ đề và hoạt động nói trong cuốn sách đó có có gây khó khăn gì cho bạn không?
5. Theo bạn, giáo viên nên làm gì để giảm bớt những khó khăn trong các tiết học nói tiếng Anh? 
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Figure 2. Processes involved in learning to communicate (Rivers and Temperley 4)








