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CHAPTER II 

REVIEW RELATED LITERATURE 

 

A. Previous Studies 

The following researcher has conducted the English teaching-learning 

process research: 

1. Peacock (2001) 

The study's objective was to investigate changes in the belief about 

second language learning of 146 trainee ESL teachers over their 3-year 

program at the city university of Hongkong.  

It is longitudinal research; the research was conducted for three years. 

The data collection instruments are a Quantitative self-report questionnaire, 

ESL proficiency scores, an instruction package, and class observation. 

The result was 146 TESL trainees had three key beliefs about 

language learning that differed from experienced ESL teachers’ beliefs, and 

disturbingly, these beliefs changed very little over their three years of study 

of TESL methodology. Far too many third-year trainees still believed that 

learning a second language means learning a lot of vocabulary and grammar 

rules. 

2. Borg (2001)  

This research explains Belief, belief is a proposition that may be 

consciously or unconsciously held, and something that accepted as a true by 

the individual. It serves as a guide to thought and behavior. Teachers’ 

beliefs refer to teachers’ pedagogic beliefs or those beliefs of relevance to an 

individual’s teaching. 

3. Li Xu (2012) 

The study's objective, to clarify the concept of teachers’ beliefs, 

illustrates three essential teachers’ beliefs about learners, learning and 
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teachers themselves, and their role in the language teaching-learning 

process. This research explains that teachers are highly influenced by their 

beliefs, which are closely linked to their values, views of the world, and 

their understanding of their place within it. There are three types of 

teachers‘ beliefs and their significant roles in the language teaching-learning 

process: Belief about learners. Teachers may hold any one or a combination 

of beliefs about those they teach—belief about learning. Teachers‘ beliefs 

about what learning is will affect everything that they do in the classroom, 

whether these beliefs are implicit or explicit beliefs about themselves. 

4. Floris (2013) 

The aim of the study was To examines how teachers of language 

courses in Sidoarjo, Indonesia, perceive the notion of English as an 

International Language in terms of (1) the native speaker/nonnative speaker 

dichotomy, (2) teaching materials used, and (3) the use of the students‟ 

mother tongue (Indonesian). The result of the study was  

5. Spawa & Hassan (2013) 

The aims of the research were to investigate challenges faced by ESL 

teachers in developing students’ speaking skills.  

It is qualitative research. The data were collected using questionnaires, 

in-depth interviews, and classroom observations. 

The finding of the study, in general, could be stated both teachers and 

students perceive speaking as an important language skill. However, 

teachers face numerous challenges in translating this belief into practice. 

This has led to a mismatch between what teachers and students perceive 

they need and the actual practice in the classroom. 

6. Dincer & yesilyurt (2013) 

The objective was to explore pre-service English teachers’ perceptions 

of teaching speaking in Turkey, the importance they give to this language 

skill, and the self-evaluation of their speaking competence.  

It is qualitative research. The data were analyzed according to the 

interview question. 
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Findings revealed that the subjects, whether they were intrinsically or 

extrinsically motivated to speak English, had negative ideas about speaking 

instruction in Turkey though they all agreed that it was the most important 

language skill. The findings also showed that they felt incompetent in oral 

communication though they had different motivational orientations about 

speaking English. The findings are significant for understanding speaking 

instruction in English language classrooms from a motivational perspective 

and helpful for enhancing learners’ speaking ability with intrinsic 

motivation. 

7. Baleghizadeh & Shahri (2014) 

The objective of the study is to explore three EFL teachers’ 

conceptions of learning and teaching speaking skills in English.  

It is qualitative research. The data were analyzed based on an 

interview in accordance with the ethnographic principle.  

The results were the teachers represented varying levels of experience 

and education and were classified as experts and novices. Through 

juxtaposing teachers’ views of how students should learn to speak and how 

the teachers themselves learned to speak English, the research study 

uncovers the interwoven nature of the learning experience with teaching 

conceptions. It also unveils the images underpinning their conceptions of 

how to learn and teach speaking in an EFL context. The results also portray 

teachers as having unique ways of thinking of speaking while at the same 

time sharing certain patterns.  

8. Diaz, Paola, Hernandez & Navarrete (2015) 

The objective of the study is to identify the beliefs held by a group of 

sixteen Chilean EFL teachers who work in public secondary education.  

It is qualitative research. The data were analyzed from a semi-

structured interview, and a Likert type survey is used to collect data from 

the participants. 

The results of the study show that beliefs are rooted in teachers’ 

semantic memory as cognitive and affective constructs that hold different 
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degrees of fixation in theory, the learner is a key agent in the English 

language process from the view of communicative approaches; depending 

on the professional, academic or personal experiences that shaped them. 

These research participants believe, for example, that English teaching 

should follow the principles of communicative approaches; however, that 

same communicative English teaching in some public secondary schools 

experiences serious difficulties. It is feasible then to claim that for these 

participants, beliefs have internal levels of organization that are constantly 

affected by their school context and their learners’ academic and social 

backgrounds. 

9. Gandeel (2016) 

The study's objective is to contribute to a better understanding of 

Saudi English language teachers’ beliefs and their teaching of speaking.   

It is qualitative research. The data was collected through semi-

structured interviews and classroom observation. The interviews focused on 

teachers’ beliefs, while the observation focused on how teachers approached 

the teaching of speaking. 

The findings indicated that teaching speaking was course-book-based, 

teacher-centered, and accuracy-oriented. There was little or no focus on 

fluency in the observed classes; teaching speaking focused on developing 

students’ speaking accuracy: i.e., grammar and vocabulary. Teachers’ 

beliefs and practices did not reflect contemporary views on teaching 

speaking, and they lacked theoretical bases. Some beliefs were reflected in 

teachers’ teaching of speaking, while other beliefs were not observed in the 

speaking classrooms. The study indicated a number of factors that 

influenced the relationship between beliefs and practices: e.g., nature of 

beliefs, course books, and students’ level. 

10. Tleuov (2016) 

The objective was The study aims to address three main research gaps. 

Firstly, it explores EFL teachers’ belief practice consistency level in relation 

to the teaching of speaking, an understudied curricular domain. Secondly, 
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the phenomenon is examined from two major perspectives: teachers’ 

perceptions of their own pedagogical contexts and their core peripheral 

belief systems, thus using a multi-perspective approach which is usually not 

the case with other studies in the field. Finally, the study took place in 

Kazakhstani secondary school EFL classrooms, a geographical context that 

has not been featured at all in the language teacher cognition literature to 

date.   

It is qualitative research. It uses a multiple-case design and multiple 

methods of data collection. The research project explored the relationship 

between four EFL teachers’ stated beliefs and classroom practices in 

relation to the teaching of speaking. The teachers were interviewed and 

observed over a period of nine months.  

The findings provide evidence of how speaking instruction unfolded 

in the classroom and the multiplicity of factors which shaped teacher 

decision-making and behavior. Specifically, the insights from my study 

highlight the impact of: a) teachers’ perceptions of their pedagogical 

contexts, b) their core and peripheral beliefs, and c) the interaction of all 

these factors on the enactment of their speaking instruction beliefs. These 

findings carry important implications for the field of language teacher 

cognition and for teacher education and professional development. 

11. Farrel & Yang (2017) 

The objectives of their study are to examine the beliefs and practices 

of one female English for Academic Purposes (EAP) teacher in relation to 

teaching second language (L2) speaking. It is qualitative research, and the 

type of study is case study. the findings indicate that the teacher’s stated 

beliefs converge with her classroom practices. However, instances of 

divergence were also observed. Potential reasons for the patterns of 

divergence include the programme expectations, the need to maintain the 

instructional flow of the class, and the novice teacher’s lack of teaching 

experiences in an EAP programme. Results suggest the need for EAP 

teachers to explore the sources of their beliefs and systematically, and 
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regularly examine their classroom practices through reflective practice in 

order to monitor their beliefs and classroom practices. 

12. Raman (2017) 

 The objectives of his study are: (1) To investigate in-service English 

as a foreign language teachers' beliefs about teaching speaking to young 

learners in state secondary schools. (2) To examine the difficulties, if any, 

these teachers and their learners face in the classrooms during speaking 

activities. 

It is qualitative research. The data was collected via open-ended 

questions. 

It was revealed that there was a consensus among the teachers' beliefs 

regarding the barriers which impede them from teaching and their learners 

from learning and practicing speaking skills. Several sources of difficulties 

were identified, including but not limited to educational contexts and 

English proficiency level of students. Taken together the suggestions 

mentioned in this study. 

13. Fauzi, Damayanti, & Ilahi (2017) 

The objective of their study, to investigate the teacher’s beliefs on 

video technology integration in ELT. It is qualitative research, and the type 

of study is case study. The result of the study, the teacher’s beliefs about 

English, teaching and learning, and video technology are strongly connected 

with teaching practices. Moreover, the findings show that there is no any 

discrepancy between beliefs and practices. This study attempts to contribute 

to the literature on the study of the teachers’ beliefs that underlie teaching 

practices. Teachers should understand their own beliefs to promote effective 

teaching practices.   

14. Gilakjani & Sabouri (2017) 

The study aimed to explain the nature of teachers’ beliefs, express 

sources of teachers’ beliefs, and mention some previous studies on teachers’ 

beliefs.  It is qualitative research. The result of the study, Teachers’ beliefs 

are related to some factors that interact with each other in teaching and 
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learning processes. As it was indicated in the paper, teachers bring beliefs 

acquired from many years of learning experiences to a teacher education 

that impacts what and how they learn to teach. Teachers’ beliefs affect what 

they say and do in the classroom which, forms their beliefs. Teachers’ 

beliefs affect teacher awareness, teaching attitudes, and teaching methods. 

Teachers’ beliefs impact their teaching behavior, learner development, 

guide their decision-making and interactions with their learners. Beliefs help 

teachers form their planning, curricular decisions and identify what should 

be taught in the classroom. 

15. Masyhudianti, Masithoh, & khoirunnisa (2018) 

The objective was to investigate the teacher’s beliefs and the practices 

of using video in teaching speaking at the Ten Grade of SMA As Salam 

Surakarta. The method of this research is qualitative. The findings were 

categorized into three majors: 1) Teacher’s belief in teaching speaking using 

video; 2) The reflection of those beliefs in classroom practices; 3) Factors 

shaping the teacher’s beliefs and the practices. The result showed that there 

is no discrepancy between the teacher’s beliefs and the teaching practices. 

16. Sikder (2016) 

The focus on his research, how teacher can teach speaking fluently by 

the mean of communicative approach and how is the practice for young 

learner. The result of his study, it is evident that teaching speaking with a 

communicative approach seems quite difficult in real classrooms since 

speaking as a skill has always received less importance in their context 

where students never have to take oral tests. The fact is, since the students 

do not have to deal with speaking exams, the teachers and therefore the 

whole educational system did never emphasize teaching speaking with 

importance. A teacher should be as a facilitator to solve the problem. In fact, 

the teacher is a controller in classroom practices. 

17. Koran (2015) 

His study attempts to shed light on the importance of teachers’ role in 

establishing friendly and productive environment as an attempt to encourage 
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students to use the language. The study reveal that teacher play a significant 

role in developing students’ speaking skill. Their primary role is to help 

learners overcome their communication obstacles and motivate them to 

actively participate in speaking activities. Using certain strategies may help 

students to develop their speaking skill. As a result of the students’ survey 

and the interview, it can note that foreign language learning is a process that 

requires teachers to consider demonstrating different roles in the classroom. 

Teacher may have various roles according to students’ skill and need. 

18. Rafael Ja (2017) 

The research investigated the English teachers’ roles in promoting the 

learners’ learning autonomy in EFL class of public Senior High Schools. 

The research found that, there are six roles played by the English teachers in 

their class. The roles are facilitator manager, assessor, resources, participant, 

and counselor. However, the EFL teachers played in different frequency one 

another. Each role has its certain respond from the learners. There are eleven 

kinds of learners’ responses namely; attentive, taking note, execution order, 

probing, asking question, curiosity, submissive, feeling happy, energetic, 

getting bored and open minded. All the English teachers’ role has little 

contribution to promote the learners learning autonomy. 

19. Muamaroh and Nanik Prihartanti 

The objectives of their study are to describe the willingness of 

Indonesian students to communicate in English, and to explain the 

relationship between anxiety and willingness to communicate in English. 

The participants of their study are 426 students of Bachelor’s Degree in 

Muhammadiyah University of Surakarta (UMS). The instruments used to 

gather data are questionnaire and interview. Quantitative data is analized 

using regression analysis (ANAREG) and qualitative data is analyzed using 

descriptive analysis. The results of the study show that students’ willingness 

to communicate in English is very low (scored 14.21 on WTC scale) while 

their anxiety is at moderate level (scored 39.66 on FLCAS scale). Only half 

of the students (51%) have low willingness to communicate in English. 
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More than half (68%) of students indicate that their language anxiety 

influences their willingness to communicate in English, while 12% of them 

does not show that their anxiety influence their linguistic behavior. This 

study finds a significant relationship between language anxiety and 

willingness to communicate. 

B. Underlying Theory  

This research used three major experts’ theory; they are: teachers’ 

beliefs, teaching components, and teaching speaking.   

1. Teachers’ belief  

Teachers’ beliefs are very important for understanding and improving 

the educational process. They play a very important role in classroom 

practices and in the professional growth of the teachers. They guide teachers 

to adopt their teaching strategies for coping with their daily language 

teaching challenges. They can powerfully shape learners’ learning 

environment, their motivation, and their learning achievement. (Endang F, 

2015) 

Belief is a proposition that may be consciously or unconsciously held 

and something that is accepted as true by the individual. It serves as a guide 

to thought and behavior. (Borg, 2001) Then, according to Borg, teachers’ 

beliefs refer to teachers’ pedagogic beliefs or those beliefs of relevance to an 

individual’s teaching.  

Belief is a concept that has been commonly seen in various research 

disciplines, such as sociology, anthropology, psychology, philosophy, and 

so on, thus having a variety of nominations and denotations.(Zheng, 2015) 

in this case, belief arises from teacher experience. A teacher‘s beliefs are 

more influential than a teacher‘s knowledge in determining his or her 

teaching activities. They result from the teacher‘s self-instruction, which is 

accumulated from social history and culture, personal experience and 

education, the teacher‘s teaching ability and students, etc. (Xu, 2012) 
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Beliefs guide teachers’ behavior and inform teachers’ practice by 

serving as a kind of interpretative framework through which they made 

sense of what they do in their classrooms.(claudio diaz larenas, paola 

alarcon hernandez, 2015) Teachers’ beliefs have a greater effect than the 

teacher’s knowledge on planning their lessons, on the types of decisions 

they adopt, and on classroom practice. Teachers’ beliefs identify their real 

behavior towards their learners.(Gilakjani & Sabouri, 2017) it can be 

concluded that the teacher is one of the most important parts of the teaching 

and learning process. Learners are influenced by their teachers.   

Teachers' belief systems are founded on the goals, values, and beliefs 

teachers hold in relation to the content and process of teaching and their 

understanding of the systems in which they work and their roles within it. 

These beliefs and values serve as the background to much of the teachers' 

decision making and action, and hence constitute what has been termed the 

"culture of teaching." (Richard & Lockhart, 1996) 

According to Kindsvatter, Willen, and Ishler in Richard and 

Lockhart's book, belief systems are built up gradually over time and consist 

of subjective and objective dimensions. Research on teachers' belief systems 

suggests that they are derived from a number of different sources. (1) 

teachers’ experience when they were a learner. (2) Teachers’ experience in 

teaching. (3) Established practice. (4) Teachers’ personality. (5) Teachers’ 

educationally based. (6) Teachers’ principles based on approach and 

method.  

Teachers’ belief has an impact on their way in teaching. It affects the 

teachers’ interaction with the learners, their plan in teaching, curriculum, 

and their treatment of the learners. However, teachers’ beliefs have a great 

effect on English teaching. It shapes teachers’ characteristics and behavior 

in English teaching. (Gilakjani & Sabouri, 2017) 
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Richard and Lockhart (1996) clarify teachers’ beliefs into five 

sources: 

a. Belief about English.  

People viewed English from a different point of view. Some people 

view English as literature, and others view it as a means of international 

communication. The speaker and language or English itself influence 

people's beliefs, especially teachers’ beliefs.  

b. Belief about learning.  

Teachers and students are two different groups. Teachers bring 

their own beliefs in teaching English, so do the students. They bring their 

own belief in learning English. Their expectation in learning English is 

different. However, the different beliefs must be clarified in order to get 

close to teachers' and students' beliefs.  

c. Belief about teaching.  

Every teacher has a personality in teaching. For example, eight and 

three years of experience teachers are different in teaching. Eight years 

experience teacher is more formal, while three years experience teacher 

is more informal, the class is full of noise.  

d. Belief about the program and curriculum.  

The culture of each institution is a reflection of language teaching. 

Teachers create a lesson plan, assessment, and classroom practice based 

on school programs. 

e. Belief about language teaching as a profession.   

Language teaching is not universally regarded as a profession - that 

is, as having unique characteristics, as requiring specialized skills and 

training, as being a lifelong and valued career choice, and as offering a 

high level of job satisfaction. The degree to which individual teachers 

have a sense of professionalism about their work depends upon their own 

working conditions, their personal goals and attitudes, and the career 

prospects available to language teachers in their community. 
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2. Teaching component  

This part will explain the teacher role, learner role, the role of 

instructional material, teaching technique, lesson plan, and syllabus.  

a. Teacher role  

There are many metaphors to describe teachers; teachers are like an 

actor, orchestra conductor, gardeners who always plan tree (harmer 

2001). Teachers are creative people and practitioners (Maley & Kiss, 

2018). Teachers are facilitator (Marcellino, 2008). Harmer also describes 

the role of the teacher into ten roles. The teacher is a controller, 

organizer, assessor, prompter, participant, resource, tutor, observer, 

performer, and teaching aid (Harmer, 2007a). 

(Douglas., 2000) also, describe the role of the teacher as follow: 

1) The Teacher as Controller  

A controller always makes sure everything is based on the 

procedure. Transmitting knowledge is a part of controllers’ jobs. They 

are in charge of classroom activity. The teacher established students’ 

activities, for instance: language form and speaking time. Students’ 

responses can be predicted in their activity because everything is 

mapped out ahead of time, with no leeway for divergent paths. 

(Douglas., 2000; Harmer, 2007b) 

In some respects, such control may sound admirable, but for 

interaction to take place, the teacher must create a climate in which 

spontaneity can thrive, in which unrehearsed language can be 

performed, and in which the freedom of expression given over to 

students makes it impossible to predict everything that they will say 

and do. Nevertheless, some control on teachers’ part is actually an 

important element of successfully carrying out interactive techniques. 

In the planning phase especially, a wise controller will carefully 

project how a technique will proceed, map out the initial input to 

students, specify directions to be given and gauge the timing of a 

technique. So, granted that allowing for spontaneity of expression 
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involves yielding certain elements of control to students, nevertheless, 

even in the most cooperative of interactive classrooms, the teacher 

must maintain some control simply to organize the class hour. 

(Douglas., 2000) 

2) Teacher as Director  

Some interactive classroom time can legitimately be structured 

in such a way that the teacher is like a conductor of an orchestra or a 

director of a drama. As students engage in either rehearsed or 

spontaneous language performance, it is the teachers’ job to keep the 

process flowing smoothly and efficiently. The ultimate motive of such 

direction, of course, must always be to enable students eventually to 

engage in the real-life drama of improvisation as each communicative 

event brings its own uniqueness. (Douglas., 2000) 

3) Teacher as Manager  

This metaphor captures teachers’ role as one who plans lessons, 

modules, and courses, structures the larger, longer segments of 

classroom time but allows each player to be creative within those 

parameters. Managers of successful corporations, for example, retain 

control of certain larger objectives of the company, keep employees 

pointed toward goals, engage in ongoing evaluation and feedback, but 

give freedom to each person to work in his or her own individual areas 

of expertise. A language class should not be markedly different. 

(Douglas., 2000) 

4) The Teacher as Facilitator  

A less directive role might be described as facilitating the 

process of learning, of making learning easier for students: helping 

them to clear away roadblocks, to find shortcuts, to negotiate rough 

terrain. The facilitating role requires that you step away from the 

managerial or directive role and allow students, with your guidance 

and gentle prodding, to find their own way to success. A facilitator 

capitalizes on the principle of intrinsic motivation by allowing 
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students to discover language through using it pragmatically rather 

than by telling them about language. (Douglas., 2000) 

5) The Teacher as Resource  

Here you take the least directive role. In fact, the implication of 

the resource role is that the student takes the initiative to come to you. 

You are available for advice and counsel when the student seeks it. It 

is, of course, not practical to push this metaphor to an extreme where 

you would simply walk into a classroom and say something like, 

"Well, what do you want to learn today?" Some degree of control, of 

planning. Managing the classroom is essential. But there are 

appropriate times when you can literally rake a back seat and allow 

the students to proceed with their own linguistic development. In the 

lessons that you deliver, you should be able to assume all five of these 

roles on this continuum of the directive to non-directive reaching, 

depending on the purpose and context of an activity. The key to 

interactive teaching is to strive toward the upper, non-directive end of 

the continuum, gradually enabling your students to move from their 

roles of total dependence (upon you, the class activities, the textbook, 

etc.) to relatively total independence. The proficiency level of your 

class will determine to some extent which roles will dominate. But 

even at the lowest levels, some genuine interaction can take place, and 

your role must be one that releases your students to try things for 

themselves. We turn now to a more empirical and practical 

consideration of interaction in the communicative language classroom. 

In the remainder of this chapter you will get a sense of what you can 

do to initiate interaction in the classroom that is, how your input can 

stimulate student interaction.(Douglas., 2000) 

b. Learners’ role.  

Learners are divided into three categories based on their age. There 

are young children, adolescents, and adult learners. It is essential to 

decide what and how to teach them. In harmer’s book (2007), Keith 
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Willing, working with adult students in Australia, produced the following 

descriptions:  

1) Convergers: these are students who are separated with the other 

people; they like do their own job without someone help or enjoy 

their solitude.  They are analytic and can impose their own structures 

on learning. They are likely calm and pragmatic.  

2) Conformists: these are students who prefer to emphasize learning 

'about language' over learning to use it. They tend to be dependent on 

those in authority and are perfectly happy to work in non-

communicative classrooms, doing what they are told. A classroom of 

conformists is one which prefers to see well-organized teachers.  

3) Concrete learners: though they are like conformists, they also enjoy 

the social aspects of learning and like to learn from direct experience. 

They are interested in language use and language as communication 

rather than language as a system. They enjoy games and group work 

in class.  

4) Communicative learners: these are language use orientated. They 

are comfortable out of class and show a degree of confidence and a 

willingness to take risks which their colleagues may lack. They are 

much more interested in social interaction with other speakers of the 

language than they are with analysis of how the language works. 

They are perfectly happy to operate without the guidance of a 

teacher.   

‘Role’ refers to the part that learners and teachers are expected to 

play in carrying out learning tasks as well as the social and interpersonal 

relationships between participants. (David Nunan, 1989) 

In speaking class, there is an interaction teacher – students, and 

students – students. A successful speaking class, students can make a 

conversation actively.  
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Learners have to participate in classroom activities. They must feel 

comfortable work in group or pair rather than rely on their teacher. 

Students have to responsible for their own learning. (Richards, 2006) 

(David Nunan, 1989) cite in Richard and Rodger, a method can 

reflect the role of learners.  

1) Oral/Situational. This method reflected that learner listens to teacher 

and repeats; no control over content or methods. 

2) Audio-lingual.  This method reflected that learner has little control; 

reacts to teacher direction; passive, reactive role  

3) Communicative. This method reflected that learner has an active, 

negotiate role; should contribute as well as receive  

4) Total Physical Response. This method reflected that learner is a 

listener and performer; little influence over content and none over 

methodology. 

5) Silent way. This method reflected that learners learn through 

systematic analysis; must become independent and autonomous. 

6) Community language learning. This method reflected that learners are 

members of a social group or community; move from dependence to 

autonomy as learning progresses 

7) Natural. This method reflected that learners play an active role and 

have relatively high degree of control over content language 

production. 

According to (David Nunan, 1989) This analysis demonstrates the 

wide variety of learner roles which are possible in the language class. 

These include the following:  

1) the learner is the passive recipient of outside stimuli; 

2) the learner is an interactor and negotiator who is capable of giving as 

well as taking; 

3) the learner is a listener and performer who has little control over the 

content of learning; 

4) the learner is involved in a process of personal growth;  
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5) the learner is involved in a social activity, and the social and 

interpersonal roles of the learner cannot be divorced from 

psychological learning processes; 

6) Learners must take responsibility for their own learning, developing 

autonomy and skills in learning-how-to-learn. 

c. The role of instructional material  

Teaching materials are a key component in most language 

programs.  Whether the teacher uses a textbook, institutionally prepared 

materials, or his or her own materials, instructional materials generally 

serve as the basis for much of the language input learners receive and the 

language practice that occurs in the classroom. (Richards, 2001) 

In the case of inexperienced teachers, materials may also serve as a 

form of teacher training - they provide ideas on how to plan and teach 

lessons as well as formats that teachers can use. Much of the language 

teaching that occurs throughout the world today could not take place 

without the extensive use of commercial materials. These may take the 

form of (a) printed materials such as books, workbooks, worksheets, or 

readers; (b) nonprint materials such as cassette or audio materials, videos, 

or computer-based materials; (c) materials that comprise both print and 

nonprint sources such as self-access materials and materials on the 

Internet. In addition, materials not designed for instructional use such as 

magazines, newspapers, and TV materials may also play a role in the 

curriculum.(Richards, 2001) 

Richards (2001) cite from Cunningsworth (1995, 7). The role of 

materials (particularly course books) in language teaching as:  

1) A resource for presentation materials (spoken and written)  

2) A source of activities for learner practice and communicative 

interaction 

3) A reference source for learners on grammar, vocabulary, 

pronunciation, and so on. 

4) A source of stimulation and ideas for classroom activities. 
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5) A syllabus (where they reflect learning objectives that have already 

been determined) 

6) A support for less experienced teachers who have yet to gain in 

confidence. 

Richard (2001) also state that some teachers use instructional 

materials as their primary teaching resource. The materials provide the 

basis for the content of lessons, the balance of skills taught, and the kinds 

of language practice students take part in. In other situations, materials 

serve primarily to supplement the teacher's instruction. For learners, 

materials may provide the major source of contact they have with the 

language apart from the teacher. Hence the role and uses of materials in a 

language program are a significant aspect of language curriculum 

development In this chapter, we will examine the role, design, and use of 

materials in language teaching, with a particular focus on print materials 

and textbooks. 

Materials for language learning will be taken to be anything that 

can be used to facilitate language learning, including course books, 

videos, graded readers, flashcards, games, websites, and mobile phone 

interactions, though, inevitably, much of the literature focuses on printed 

materials. Materials can be informative (informing the learner about the 

target language), instructional (guiding the learner in practicing the 

language), experiential (providing the learner with experience of the 

language in use), eliciting (encouraging the learner to use the language), 

and exploratory (helping the learner to make discoveries about the 

language)(Tomlinson, 2013) 

Tomlinson (2013) also add that there are some principles in 

choosing materials, (1) material should achieve impact, (2) material 

should help the learners feel at ease, (3) material should help the learners 

to develop confidence, (4) material should be relevant and useful, (5) 

material should require and facilitate learners investment, (6) learners 

must be ready to acquire the point being taught, (7) material should 
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expose the learner to language authentic use, (8) The learners’ attention 

should be drawn to linguistic features of the Input, (9) Materials should 

provide the learners with opportunities to use the target language to 

achieve communicative purposes, (10) Materials should take into account 

that the positive effects of instruction are usually delayed (11) Materials 

should take into account that learners differ in learning styles, (12) 

Materials should take into account that learners differ in affective 

attitudes, (13) Materials should permit a silent period at the beginning of 

instruction, (14) Materials should maximize learning potential by 

encouraging intellectual, (15) Aesthetic and emotional involvement 

which stimulates both right- and left brain activities, (16) Materials 

should not rely too much on controlled practice, (17) Materials should 

provide opportunities for outcome feedback 

d. Teaching technique  

Speaking class deals with practice and producing language or 

making conversation/communication with other people. It needs practice. 

Harmer (2007) categorized speaking activity into four categories.  

1) Acting from script  

Students are asked to play drama; they act a drama from a script. 

The teacher can be a director, and students perform based on a script. 

There are some benefits of these activities. It can gain students’ 

confidence, empathy from the character, and language development. 

Students are used to English when they play drama.  

2) Communication games 

The objective of communication games is to gain students’ 

speaking skills. Students can talk fluently. The example of the games: 

describe the picture, solve the puzzle, etc.  

3) Discussion 

Students are asked to discuss some topics. They are divided into 

groups. They can discuss some text, formal debate, and commenting 

something. 
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4) Prepared talk 

Students are asked to present some topics based on their own 

choice. They prepare the subject. Before the presentation, they can 

draw up what they should say. It is possible if students present with 

notes. 

5) Questionnaire 

Students can design questionnaires on any appropriate topic. 

The teacher can act as a resource, helping them in the design process 

as they do so. The results obtained from questionnaires can then form 

the basis for written work, discussions, or prepared talks.  

6) Simulation and role play 

There are many advantages from simulation and role-play for 

students to gain their speaking ability. They can simulate real life and 

take a role in a particular character. When students doing simulation 

and role-play, they have to know the situation and personality. 

e. Lesson plan 

According to harmer (2007), planning a lesson is not the same as 

scripting a lesson. Lessons are not plays where students and their teacher 

have to remember and reproduce words in a pre-ordained sequence. Nor 

are they planning lessons like western classical music where all the notes 

have to be played exactly as they are written. A better metaphor for a 

lesson, perhaps, would be jazz, where from an original chord sequence, 

the players improvise their melodies, inventing their twists and turns so 

that they arrive at their destinations by their routes. What we take into the 

lesson, in other words, is a proposal for action rather than a lesson 

blueprint to be followed slavishly. And once we put our proposal for 

action into action, all sorts of things might happen, quite a few of which 

we might not have anticipated. Classrooms are dynamic environments 

and, a lesson is an interactive event in which people react with each other 

and the language. Although, especially for teachers in training, it is a 

good idea to try to follow the plan that we have made, nevertheless in 
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normal teaching, there are some reasons why we may need to modify our 

proposal for action once a lesson is taking place: magic moment, sensible 

diversion, and unforeseen problem. 

Brown (2000) gives some steps to create a lesson plan: 

1) Goal(s) 

Teachers should be able to identify an overall purpose or goal 

that they will attempt to accomplish by the end of the class period. 

This goal may be pretty generalized, but it serves as a unifying theme 

for teachers. Thus, in the sample lesson plan, "understanding 

telephone conversations" generally identifies the lesson topic. 

2) Objectives  

It is crucial to state what teachers want students to gain from the 

lesson explicitly. Explicit statements here help teachers be sure that 

teachers indeed know what teachers want to accomplish, preserve the 

unity of the study, predetermine whether or not teachers are trying to 

accomplish 100 much, and evaluate students' success at the end of or 

after the lesson.  

Objectives are most clearly captured in terms of stating what 

students will do. However, many language objectives are not overtly 

observable, and therefore teachers may need ten depart from strictly 

behavioral terms for some objectives. Try to avoid vaguely. 

Unverifiable statements like these: 

a) Students will learn about the passive voice. 

b) Students will practice some listening exercises.  

c) Students will make the reading selection. 

d) Students will discuss the homework assignment.  

Teachers would be unable to confirm the realization of any of 

these sorts of abstruse, loosely stated objectives. The objectives in the 

sample lesson plan at the end of the chapter are the sorts of statements 

that teachers can turn back to after a lesson and determine, to some 

extent anyway, how well students accomplished the objectives in 
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stating objectives. Distinguish between the terminal and enabling 

objectives. Terminal objectives are final learning outcomes that you 

will need to measure and evaluate. Enabling objectives are interim 

steps that build upon each other and lead to a terminal objective.  

Depending upon what students' proficiency level is and what 

they have already learned in the course. For another example, Nonce 

the difference between terminal and enabling objectives in the sample 

lesson plan.  

3) Materials and Equipment  

it may seem trivial to list materials needed, but good planning 

includes knowing what teachers need to take with them or arranging 

to have in the classroom. In the often-harried life of a teacher, it is 

easy to forget to bring to class a tape recorder, a poster, some 

handouts left on teachers’ desks at home, or the workbooks that 

students gave to teachers the night before.  

4) Procedures  

At this point, lessons have tremendous variation. Out, as a very 

general set of guidelines for planning, teachers might think in terms of 

making sure the plan includes: 

a) An opening statement or activity as a warm-up  

b) A set of activities and techniques in which you have considered 

appropriate proportions of time for whole-class work small-group 

and pair work teacher talk  and student talk 

c) Closure.  

5) Evaluation 

Next, how can teachers determine whether the objectives have 

been accomplished?  If the lesson has no evaluative component, 

teachers can easily find simply making assumptions that are not 

informed by careful observation or measurement. Now, teachers must 

understand that every lesson does not need to end with a bit of a quiz, 

nor does evaluation need to be a separate lesson element. Evaluation 
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can take place in the course of “regular" classroom activity. Some 

evaluation forms may have to wait a day or two until specific abilities 

have had a chance to build. But evaluation is an assessment, formal or 

informal, that teachers make after students have sufficient learning 

opportunities, and without this component, teachers have no means for 

(a) assessing the success of the students or (b) making adjustments in 

the lesson plan for the next day.  

6) Extra-Class Work  

Sometimes misnamed "homework" (students don't necessarily 

do extra-class work only at home), extra-class work, if it is warranted, 

needs to be planned carefully and communicated clearly to the 

students. Whether teaching in an EFL or ESL situation, teachers can 

almost always find applications or extensions of a classroom activity 

that will help students do some learning beyond the class hour. 

Brown (2000) also gives a guideline to make a lesson plan 

1) How to Begin Planning  

In most normal circumstances, especially for a teacher without 

much experience, the first step of lesson planning will already have 

been performed for teachers: choosing what to teach. No doubt 

teachers will be - or have already been - given a textbook and told to 

teach from it, with either a suggestion or a requirement of how many 

chapters or units teachers should cover. As teachers look over the 

chapter, teachers are to cover for a class hour. Teachers might go 

through the following sequence:  

a) Look over the chapter, look over the textbook chapter, assuming 

that teachers are already familiar with the curriculum their students 

are following and the overall plan and "tone' of the textbooks), look 

over the textbook chapter.  

b) Based on the teacher's view of the whole curriculum and teachers' 

perception of the students' language needs, determine what the 
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topic and purpose of the lesson will be and write that down as the 

overall goal.  

c) Again considering the curriculum and the students' needs, draft out 

perhaps one to three explicitly stated terminal objectives for the 

lesson.  

d) Of the exercises in the textbook, decide which ones teachers will 

do, change, delete, and add to, all based on the objectives teachers 

have drafted.  

e) Draft out a skeletal outline of what teachers' lessons will look like. 

f) Carefully plan step-by-step procedures for carrying out all 

techniques, especially those that involve changes and additions. 

State the purpose(s) of each method and/or activity as enabling 

objectives. 

For teachers who have never taught before, it is often beneficial to 

write a lesson plan script. The exact anticipated words are written down 

and followed by what teachers expect students to say in return. Scripting 

out a lesson plan helps teachers be more specific in planning and can 

often prevent classroom pitfalls where teachers get all tangled up in 

explaining something or students take teachers off on a tangent. Writing 

a complete script for a whole hour of teaching is probably too laborious 

and unreasonable, but more practical and instructive (for teachers) are 

partial hands that cover  

a) Introductions to activities 

b) Directions for a task 

c) Statements of rules or generalizations 

d) Anticipated interchanges that could easily bog down or go astray 

e) Oral testing techniques 

f) Conclusions to activities and to the class hour. 

2) Variety, Sequencing, Pacing, and Timing  
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As teachers are drafting step-by-step procedures, teachers need to 

look at how the lesson holds together as a whole. Four considerations 

come into play here:  

a) Is there sufficient variety in techniques to keep the lesson lively and 

interesting? Most successful lessons give students a number of 

different activities during the class hour, keeping minds alert and 

enthusiasm high. 

b) Are the techniques or activities sequenced logically? Ideally, elements 

of a lesson will build progressively toward accomplishing the ultimate 

goals. Easier aspects will usually be placed at the beginning of a 

lesson; tasks that require knowledge gained from previous exercises 

will be sequenced appropriately. 

c) Is the lesson as a whole paced adequately? Pacing can mean a number 

of things. First, it means that activities are neither too long or too 

short. Teachers could, for example, have so many short activities that 

just as students are getting the "feel" for one activity, they get bounced 

to the next. Second, teachers need to anticipate how well the various 

techniques "flow" together. Teachers would not, for example, find a 

smooth flow in a class that had five minutes each of whole-class work, 

pair work, whole-class work, group work, pair work. Whole-class 

work, ere. Nor would teachers normally plan two silent reading 

activities in a row. Third, good pacing also is a factor of how well 

teachers provide a transition from one activity to the next. 

d) Is the lesson appropriately tinted, considering the number of minutes 

in the class hour? This is one of the most difficult aspects of lesson 

planning to control. It's not unusual for new teachers to plan a lesson 

so tightly that they complete their lesson plan early actually, but after 

just a little experience, it is more common that we don't complete our 

lessons within the planned time allotment. The latter is not a cardinal 

sin. for most likely, it means teachers have given some time to 

students for genuine interaction and creative use, of Language. But 



30 
 

timing is an element that teachers should build into a lesson plan: (i) if 

the planned lesson ends early, have some backup activity ready to 

insert; (ii) if the lesson isn't completed as planned, be ready to 

gracefully end a class on time and, on the next day, pick up where 

teachers left off.  

3) Gauging Difficulty 

Figuring out in advance how easy or difficult certain techniques 

will be is usually earned by experience. It takes a good deal of cognitive 

empathy to put teachers in students' shoes and anticipate their problem 

areas. Some difficulty is caused by tasks themselves: therefore, make 

your directions crystal clear by writing them out in advance (note the 

comments on “scripting” lessons, above). Brown has seen too many 

classes where teachers have not clearly planned exactly what cask 

directions they will give. Writing them ahead of time allows you to be 

more objective in determining if everything is clear. And then, either give 

an example yourself or solicit an example of a subtask within a 

technique. 

Another source of difficulty, of course, is linguistics. If teachers 

can follow the principle of providing material that is just a little above, 

but not too far above, students' ability, the linguistic difficulty should be 

optimal. The main problem here lies in the heterogeneity of a classroom 

full of learners whose proficiency range is very broad. Individual 

attention, feedback, and small-group work can sometimes bring balance 

into the classroom. 

4) Individual Differences  

For the most part, a lesson plan will aim at the majority of students 

in class who compose the "average" ability range. But the lesson plan 

should also take into account the variation of students’ ability, especially 

those who are well below or well above the classroom norm. Teachers 

can take several steps to account for individual differences:  

a) Design techniques that have easy and difficult aspects or items. 
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b) Solicit responses to easier items from students who are below the 

norm and to harder items from those above the norm. 

c) Try to design techniques that will involve all students activity 

d) Use judicious selection ten assign members of small groups so that 

each group has either (i) a deliberately heterogeneous range of ability 

or (ii) a homogeneous range (to encourage equal participation). 

e) Use small-group and pair work time to circulate and give extra 

attention to those below or above the norm  

5) Student Talk and Teacher Talk 

Give careful consideration in the lesson plan to the balance between 

student talk and teacher talk. The natural inclination as teachers is to talk 

too much! As in lesson plan, and as perhaps script out some aspects of it, 

see to it that students have a chance to talk, to produce language, and 

even to initiate their own topics and ideas.  

6) Adapting to an Established Curriculum 

The assumption is that the primary teacher task is not to write a new 

curriculum or to revise an existing one, but to follow an established 

curriculum and adapt to it in terms of teachers particular group of 

students, their needs, and their goals, as well as teachers’ own philosophy 

of teaching.  

Because teachers plan lessons, teachers’ first concern is that each 

class hour must contribute to the goals that a curriculum is designed to 

pursue. But perhaps the institution has no curriculum spelled out in a 

document; in other words, it is a "textbook driven" curriculum that, in 

practice. Simply tells teachers to teach everything in a textbook. Or 

teachers may find certain specifications for the course teachers are about 

to teach somewhere in the description of the Institution. At best, the 

teacher would be presented with a document that clearly delineates the 

goals of the curriculum and offers suggestions on how to meet those 

goals in terms of weekly or even daily lesson objectives.  
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If teachers do not have such overall course goals, it would be wise to 

devise some for teachers so that teachers can keep their course focused 

on attainable, practical ends. To do so, consider the following two factors 

that contribute to curriculum planning:  

Learner factors: 

a) Who are the students (age, education, occupation, general purpose in 

taking English, entering proficiency level)? 

b) What are their specific language needs (e.g., to read English 

scientific texts, to serve as a tour guide, IO survive minimally in an 

English-speaking country)? Break those needs down into as many 

specific subcategories as feasible. 

Institutional factors:  

a) What are the practical constraints of the institution you are teaching 

in (budget, equipment, classroom space and size, philosophy of the 

institution, etc.)?  

b) What supporting materials (textbooks, audiovisual aids, overhead 

projector, and other equipment) are available?  

By paying primary attention to the learner factors above, teachers 

will have a good chance of pointing their students toward pragmatic, 

communicative goals in which their real-life needs for English will be 

met. Teachers will focus on the learners and their needs rather than on 

teachers’ needs or institution's needs. However, taking the institutional 

factors seriously will add some administrative practicality to teachers’ 

goals. After all, every educational institution is limited in some way in its 

capacity to deliver the very best. Teachers’ course goals might look like 

these goals of an advanced pre-university listening comprehension 

course:  

a) Students will understand the teacher's instructions and demonstrate 

that understanding. 

b) Students will understand the teacher's explanations and show that 

comprehension. 
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c) Students will understand classroom peers in discussions, activities, 

and oral reports. 

d) Students will understand academic lectures given by different 

speakers. 

e) Students will identify topics and topic development. 

f) Students will infer relationships among topics. 

g) Students will recognize different points of view. 

h) Students will identify essential information a, signaled by vocabulary, 

i) Students will recognize essential information as signaled by stress and 

intonation. 

j) Students will identify essential information as signaled by 

grammatical structure.  

7) Classroom Lesson "Notes"  

A final consideration in the lesson planning process is a very 

practical one: What sort of lesson "notes" will the teacher actually carry 

into the classroom with you? If the teacher has pages and pages of notes 

and reminders and scripts, the teachers will never free themself for 

spontaneity. Most experienced teachers operate well with no more than 

one page of a lesson outline and notes. Some prefer to put lesson notes on 

a series of index cards for easy handling. By reducing teachers’ plans to 

such a physically manageable minimum, the teacher will reduce the 

chances of getting hogged down in all the details that went into the 

planning phase. Yet, the teacher will have enough in writing to provide 

order and clarity as teacher proceed. 

f.  Syllabus design  

When designers put syllabuses together, they have to consider each 

item for inclusion on the basis of a number of criteria. This will not only 

help them to decide if they want to include the item in question, but also 

where to put it in the sequence. However, these different design criteria 

point, in many cases, to different conclusions. The syllabus designer has 
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to balance such competing claims when making decisions about selection 

and grading. (Harmer, 2007b) 

1) Learna'bility: some structural or lexical items are easier for students to 

learn than others. Thus we teach easier things first and then increase the 

difficulty level as the students' language level rises. Learnability might 

tell us that, at beginner levels, it is easier to teach uses of was and were 

immediately after teaching uses of is and are, rather than follow is and 

are with the third conditional. Learnability might persuade us to teach 

some and any on their own rather than introduce a whole range of 

quantifiers ( much, many, few, etc.) all at the same time. (Harmer, 

2007b) 

2) Frequency: it would make sense, especially at beginning levels, to 

include items that are more frequent in the language than ones that are 

only used occasionally by native speakers. Now that corpus information 

can give us accurate frequency counts. We are in a position to say with 

some authority, for example, that see is used more often to mean 

understand (e.g. Oh, I see) than it is to denote vision. It might make 

sense, therefore, to teach that meaning of see first - but that decision will 

also have to depend upon the other design criteria listed here, which 

might lead us to a different conclusion. (Harmer, 2007b) 

3) Coverage: some words and structures have greater coverage (scope for 

use} than others. Thus we might decide, on the basis of coverage, to 

introduce the going to future before the present continuous with future 

reference, if we could show that going to could be used in more 

situations than the present continuous. (Harmer, 2007b) 

4) Usefulness: the reason that words like book and pen figure so highly in  

classrooms (even though they might not be that frequent in real language 

use) is because they are useful words in that situation. In the same way, 

words for family members occur early on in a student's learning life 

because they are useful in the context of what students are linguistically 

able to talk about. (Harmer, 2007b) 
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3. Teaching Speaking 

A miscommunication may be said to take place when there is a 

mismatch between the speaker's intention and the hearer's interpretation 

when two persons do communicate successfully(Trudgill, 2012). 

Speaking is a productive skill that can be directly and empirically 

observed; those observations are invariably colored by accuracy and 

effectiveness of a test taker’s listening skill, which necessarily compromises 

the reliability and validity of an oral production test (Brown, 2004).  

According to Brown, there are five basic type of speaking: 

a. Imitative 

At one end of a continuum of types of speaking performance is the 

ability to simply parrot back (imitate) a word or phrase or possibly a 

sentence. While this is a purely phonetic level of oral production, a 

number of prosodic, lexical, and grammatical properties of language may 

be included in the criterion performance.    

b. Intensive 

A second type of speaking frequently employed in assessment 

contexts is the production of short stretches of oral language designed to 

demonstrate competence in a narrow band of grammatical, phrasal, 

lexical, or phonological relationships.  

c. Responsive 

Responsive assessment tasks includes interaction and test 

comprehension but at the somewhat limited level of very short 

conversations, standard greetings, and small talk, simple requests and 

comments, and the like. 

d. Interactive 

The difference between responsive and interactive speaking is in 

the length and complexity of the interaction, which sometimes includes 

multiple exchanges and /or multiple participants. Interaction can take the 

two forms of transactional language, which has the purpose of 
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exchanging specific information, or interpersonal exchange, which have 

the purpose of maintaining social relationship. 

e. Extensive 

Extensive oral production tasks include speeches, oral 

presentations, and storytelling, during which the opportunity for oral 

interaction from listeners is either highly limited or ruled out altogether. 

Brown also classifies speaking into micro and macro skill. Micro skill 

deals with small chunk of language production such as: 

a. Produce differences among English phonemes and allophonic variants. 

b. Produce chunks of language of different length. 

c. Produce English stress patterns, words in stressed and unstressed 

positions, rhythmic structure, and intonation contours. 

d. Produced reduced forms of words and phrases. 

e. Use an adequate number of lexical units (words) to accomplish pragmatic 

purposes. 

f.  Produce fluent speech at different rates of delivery. 

g. Monitor one’s own oral production and use various strategic devices-

pauses, fillers, self-corrections, backtracking-to enhance the clarity of the 

message. 

h. Use grammatical word classes (nouns, verbs, etc.), systems (e. g. tense, 

agreement, pluralization), word order, patterns, rules, and elliptical 

forms. 

i.  Produce speech in natural constituents: in appropriate phrases, pause 

groups, breathe groups, and sentence constituents. 

j.  Express a particular meaning in different grammatical forms. 

k. Use cohesive devices in spoken discourse.     

While, macro skills imply the speaker’s focus on the larger element, 

such as: 

a. Appropriately accomplish communicative functions according to 

situations, participants, and goals. 
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b. Use appropriate styles, registers, implicature, redundancies, pragmatic 

conventions, conversation rules, floor-keeping and yielding, interrupting, 

and other sociolinguistic features in face-to-face conversations. 

c. Convey links and connections between events and communicate such 

relations as focal and peripheral ideas, events and feelings, new 

information and given information, generalization and exemplification. 

d. Convey facial features, kinesics, body language, and other nonverbal 

cues along with verbal language. 

e. Develop and use battery of speaking strategies, such as emphasizing key 

words, rephrasing, providing a context for interpreting the meaning of 

words, appealing for help, and accurately assessing how well your 

interlocutor is understanding you.     

According to Harris (1969) speaking is a complex skill requiring the 

simultaneous use of a number of different abilities which often develop at 

different rates. Harris also states four or five components which are 

generally recognized in analysis of the speech process: (1) pronunciation; 

(2) grammar; (3) vocabulary; (4) fluency; (5) comprehension.  

Speaking is productive skill. It refers to students’ speaking ability, the 

ability to use as a daily communication. Pronunciation, grammar and 

vocabulary is controlled by native or near native in speaking test. (Harris, 

1996) 

Harris (1996) also classify oral test into three categories: 

a. Relatively unstructured interviews, rated on a carefully constructed 

scale 

b. Highly structured speech samples (generally recorded), rated according 

to very specific criteria 

c. Paper-and-pencil objective tests of pronunciation, presumably 

providing indirect evidence of speaking ability. 

To simplify oral production scoring, Harris (1996) makes rating scale. 

The teacher interviews the students about their ability in speaking, and mark 

the suitable scale. This is the example of rating scale: 
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The second type of oral test is highly structured speech samples. There 

are five types of this kind of oral test. (1) sentences repetition. (2) reading 

passage. (3) sentences conversation. (4) sentences construction. (5) response 

to pictorial stimuli. (Harris, 1996) 

The third type of oral test is paper and pencil tests of pronunciation. In 

this kind of test, the subjects are checked their vowels and consonants 

pronunciations, and how they stress words and phrases. There are three 

illustrations of this test type.  (1) Rhyme words. (2) Word stress. (3) Phrase 

stress. (Harris, 1996) 

However, a student may be at listening and understanding. It need not 

follow that he will speak well. A discriminating ear does not always produce 

a fluent tongue. There has to be training in the productive skill of speech as 

well. In many cases, listening should lead naturally on to speaking (geoffrey 

broughton, christopher bromfit, roger flavell, 1980) 

In speaking class, some teachers believe that they need native 

speakers. Because a native speaker is more accurate and original in 

pronunciation, although the teachers are expert in teaching English. Native 

speaker can speak in English naturally, they do not afraid of making mistake 

in pronunciation.(Floris, 2013) 

The mastery of speaking skills in English is a priority for many 

second-language or foreign-language learners. Consequently, learners often 

evaluate their success in language learning as well as the effectiveness of 

their English course on the basis of how much they feel they have improved 

in their spoken language proficiency. Oral skills have hardly been neglected 

in EFL/ESL courses, though how best to approach the teaching of oral skills 

has long been the focus of methodological debate. Teachers and textbooks 

make use of a variety of approaches, ranging from direct approaches 

focusing on specific features of oral interaction (e.g., turn-taking, topic 

management, and questioning strategies) to indirect approaches that create 

conditions for oral interaction through group work, task work, and other 

strategies(Richards, 2008). 


