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Chapter 7

Teaching Listening and
Speaking

An Jnteractive A pPproac I\

Xiaohong Wen

University of Texas at Houston

istening and speaking are intertwined in the mode of interpersonal commu-
L- nication. The listener and speaker spontaneously convey ideas based on what
each hears, request clarifications when there is doubt, and negotiate meanings
to reach consensus or to reserve differences. Communication is interactive and
bi-directional: When A sends a message, B immediately comprehends it in the
context and interprets it according to his/her perspective. The American Council
on the Teaching of Foreign Language’s National Standards (ACTFL 5tandards
for Foreign Language Learning in the 21st Century, 1999) conceptualize commu-
nication into three modes: interpersonal, interpretive and presentational. When
learners are engaged in conversation, they are in the interpersonal communicative
mode to interpret others’ speech and to present their own viewpoints. Under the
framework of Communicative Language Teaching, these two skills are practiced
in the form of conversation, through interpersonal activities such as dialogues,
interviews, discussions, role plays, and debates.

From the perspective of psycholinguistics, listening and speaking are two
different processes. Listening is a decoding process that requires comprehension
strategies. Speaking is a productive skill that maps concepts and ideas onto correct
linguistic forms and appropriate pragmatic functions. Listening is a fundamental
source of learning. The development of the listening skill precedes and empowers
the speaking skill. Speaking derives from listening, and in turn, enhances the ability
of comprehension.
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The present article will examine three processing theories: the model of
working memory, schema theory, and the input-output model of second language
acquisition (SLA) and use. It will discuss the implications of these theories
and research findings to the teaching of listening and speaking in the context of
Chinese as a foreign language (CFL). It will also present task-based instruction
as an effective model that integrates listening and speaking in a highly communica-
tive approach. It will provide pedagogical examples for curriculum design and
instructional implementation.

1. The relationship between pronunciation and speech
processing: the model of working memonry.

The theory of working memory was posited by Baddeley (1986). Working memory
is a system that stores information very briefly and allows us to manipulate the
information while various mental tasks are performed. We can keep information
circulating in working memory by rehearsing it. Baddeley, Gathercole and Papagno
(1998) have proposed that phonology and pronunciation are fundamental to
the process of listening comprehension. When hearing a phone message such as
Sample 1: “XIEF 75 B9 = 2 dEmadb /A g 795 AT T e #ilis - obdE
HLE{THEA G b, we have to remember the information in the first part of
the sentence in order to process the second part. What affects our memory and
speed of processing is the phonological store, a mechanism that helps us with work-
ing memory (figure 1). The working memory model (Gathercole and Baddeley
1993) states that information we hear in phonological form fades away in seconds.
In order to retain the information, one repeats the sound of the word or the phrase
silently or aloud, a subvocal rehearsal process (Baddeley 1986). The phonological
repetition recycles the sound of words through the articulatory loop back to the
phonological store. In other words, the articulatory loop, or phonological loop, is
specialized for the retention of verbal information, especially when the words are
new and not familiar to us. It mediates and stores unfamiliar sound forms while
more permanent memory representations are being constructed.

1.1. IMPLICATIONS OF THE MODEL OF WORKING MEMORY TO CFL LISTENING
AND SPEAKING INSTRUCTION.

The model of working memory has two important implications to the teaching of
listening and speaking. First, the level of fluency of pronunciation is vital to speech
processing and comprehension. Working memory and the listening process
are closely interrelated to pronunciation and language use. As Cook (2001) com-
mented, how much one can remember depends on how fast one can repeat, and
thus, how fast the information circles round the articulatory loop. Cook posits that
“Pronunciation should be taken more seriously, not just for its own sake, but as the
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Central Executive

Phonological System Visual System
Phﬂnolc}gical Store visug.spa[im
| Sketchpad
Articulatory Loop

Figure 1. Baddeley’s model of working memory (simplified), cited in Cook (2001, p. 84)

basis for speaking and comprehending” (p. 86). Helping learners build a strong
foundation in pronunciation at the beginning level fundamentally benefits them in
the long rumn.

Methods to train learners’ pronunciation may combine listening and speaking,
with listening as the focus (LI 15 » DF 15455 ). First comes accuracy in listen-
ing, and then correct pronunciation. For example, learners are asked to focus on
listening to and practicing the stress and length of the vowel, rhythm, and intona-
tion in varied phonological environments. Instruction can also combine listening
and speaking in sentences where grammar plays a role in stress, as proposed by
&HifF (2004). For example, in simple subject-verb sentences, the verb is frequently
stressed (as in sentences 1-2 below); when the verb has an object, the object is
stressed (sentences 3—4); when a complement is present, the complement is
often stressed (sentences 5-6); in questions, interrogative words are often stressed
(sentence 7-8).

{Risng |

REWFEE L -

fi i T e BT -
HAEE -
TR R -
i fSHEE - e -
HEEEIE 2

ITELtt 2 ATATE ?

=R =S R I =R

The second implication of the model is that teaching should take into consid-
eration memory and processing limitations. Short words and familiar information
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are easier to process. The sounds of short words are repeated faster, and thus,
circulated more quickly and easily back to the phonological store. Familiar infor-
mation is retrieved directly from memory, saves the capacity of working memory,
and consequently speeds up language processing. Different sentence structures
require different capacities of memory processing. Passive sentences, for example,
take longer to understand than active sentences (Baddeley, 1986). Listening mate-
rials should have good control of new words and grammar structures. It is sug-
gested that the material should contain approximately 10% new words and 5%
new grammar structures for learners at the elementary and intermediate level.
The content of the material should be familiar to learners. Otherwise, a brief intro-
duction is needed before listening. Furthermore, questions in the listening exercise
should be immediate and of moderate length. For instance, referring to the
information presented in Sample 1, a question such as “J 35 J1, B J1.55 J1, 22 55 Ef
— MR A EIRY ) S EEEEL #7444 7 ” is inappropriate for learners at the
elementary level because it is over-loaded with information, and thus requires a
large capacity of working memory.

2. The relationship between background knowledge and
comprehension: schema theory.

We receive information by listening. The process of listening comprehension,
however, is by no means a passive and a receptive skill. Scholars (Clarke and Silber-
stein 1977, Bransford and Johnson 1982, Carrell 1984) have proposed schema
theory, describing comprehension as an interactive process in which listeners
actively use both linguistic knowledge and their own knowledge of the world to
interact with the content of the input', and create new meanings based on their
interpretations. What listeners contribute to the process from their memories and
experiences is much more than the original input itself, as Clarke and Silberstein
(1977) commented:

Research has shown that reading is only incidentally visual. More informa-
tion is contributed by the reader than by the print on the page. That is,
readers understand what they read because they are able to take the stimu-
lus beyond its graphic representation and assign it membership to an
appropriate group of concepts already stored in their memories. (p.136)

Although the topic that Clarke and Silberstein are discussing is reading, schema
theory is equally valid and applicable to listening. In the listening process, three
steps seem to occur: We first receive the message, then comprehend it in context,
and interpret it in each of our own ways. For example, in response to a mother’s

Unput in this article refers to any language to which the learner is exposed.
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statement “{R&HF T!", everyone in the family might interpret it differently. What
the father hears is “Set up the table and get ready to eat!”; the elder brother might
think “The food is finally ready; let me go down to the dining room!”; the sister
might think “What dishes are they? | hope they are my favorites.” The interpreta-
tion from the younger brother is different from them all: “There is no chance to go
to McDonald’s; the food is ready and we are going to eat at home.” They all share
one thing in common. Everyone actively interacts with the input. They receive the
same message but interpret it differently, and create varied meanings based on
their concerns and perspectives.

The above example has shown that, as listeners, we selectively associate infor-
mation in the input to the most relevant knowledge from our memory, compare
the input with our existing linguistic and world knowledge, and interpret it based
on our own experience. The process is highly interactive and mostly subconscious,
and happens in a fraction of a second.

In the process, the listener interacts with the input at different linguistic levels
and interprets it based on all possible background knowledge. A listener must
understand not only the semantics of a sentence, but also its pragmatic function;
not only word meaning, but also the usage in the context. For example, the
sentence “F K14?", although in a question form, is a request. There would be
no communication if a person takes the question “F X J57" as a real “yes” or “no”
interrogation. Furthermore, the “light, /X" is definitely referring to a match or
cigarette lighter only. In communication, the intent of the speaker is frequently
indirect and imbedded. Listeners need to rely on the linguistic and/or non-
linguistic context to infer the meaning. For example, when hearing the sentence
“Ffil{T B 1FERE", we do not know if it is an apology, a request for help, or an
expression of thankfulness. It is only in the context and based on one’s experience
that meaning becomes clear.

[t is important to note that schemata may be culture specific and vary from one
culture to another. For example, when a CFL learner who grows up in the western
culture hears the word “#%30.", he / she would activate the schema of “white bridal
gowns, fresh white roses, vows, pink flower pedals showering the bride and groom”.
The learner may become confused and misinterpret the text that describes the
wedding with “red bridal dresses, red banners, red signs of double happiness, fire-
works, and a big feast with people getting drunk.” The misinterpretation is not
caused by linguistic elements such as new vocabulary and grammar, but by the lack
of target cultural knowledge. Therefore, one of the tasks of second language educa-
tion is to build up the learner’s culturally contextualized schemata. CFL teachers
should help learners develop their cultural background knowledge through a
variety of activities such as pre-reading, learning vocabularies that convey cultural
connotations, making comparisons of cultural practices, and understanding
the value behind them. Activities such as visual presentations, flow-charting,
or diagramming to develop learners’ understanding of the target culture are

helpful.
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2.1. IMPLICATIONS OF SCHEMA THEORY TO CFL LISTENING AND SPEAKING
INSTRUCTION

Schema theory considers listening comprehension not only as a linguistic encoding
process but also as a problem-solving process. Listeners use intonation cues, con-
textual clues, background knowledge, and cognitive skills to associate the input
with one’s existing experience, activate the relevant content in the mind, and
retrieve the pertinent information from memory. When one piece of information
is triggered, an associated group of similar categories simultaneously becomes
active. Therefore, it is optimal if listeners can make connections between new
information and what they already know.

This provides two significant guidelines for classroom instruction. First, teach-
ing must make connections between new learning and what has been already
acquired by students. Pre-listening activities serve this purpose. The instructor can
initiate activities such as brainstorming to guess the content of the input, having a
brief discussion about the title, showing a visual, or telling a brief personal story or
an anecdote as a prelude to listening. [f there are many new words in the material
that are vital to comprehension, a short vocabulary list should be provided. If the
material requires cultural understanding that is absent in the learners’ repertoire, a
brief introduction is in order. Take the previous example “If$.". Pre-listening
activities may include associating color and food with the Chinese wedding; post-
listening activities may include a project of examining the meaning and practice of
S5 1% in China. In short, it is essential to help learners acquire the necessary
background information applicable to the material, and to create a context that
activates learners’ existing knowledge.

Post-listening activities also serve the purpose of making connections between
learner’s existing knowledge and new learning. In post-listening activities, students
summarize the learning content and synthesize their understanding. Furthermore,
post-listening activities assess the accuracy of comprehension, and combine listen-
ing and speaking skills to consolidate learners’ comprehension. Post-listening
activities should be diverse in form and content depending on the pedagogical
purposes and the needs of learners. For example, the first post-listening activity of
“{THTETEFIT " is to answer the listening comprehension questions in the hand-
out. Then learners are asked to exchange their answer sheets with their partners.
This gives them opportunities to discuss their uncertainties in listening. As a
follow-up, each pair is required to create their own dialogue based on the input of
“{RETZEEFIT . The topic may be “{REVHEEL/FFR/E AP B s/ MR
FI 7. Since it is a guided composition, learners can produce theirs in a compara-
tively easy and rapid fashion. (Alternatively, this can be a home assignment so that
no classroom time is taken.) Finally, the pair is required to present their new
dialogue to the whole class. (If the class has more than 10 students, the instructor
can select three pairs. The rest of the students can be selected in future sessions so
all students have an opportunity to do a presentation.)
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Second, the listening input should be challenging enough so that learners
have ample opportunities to employ cognitive skills and learning strategies
in the process. While listening, learners not only use bottom-up strategies to
understand the meaning of words, but also top-down strategies to grasp the
gist of the whole passage, look for internal relationships among the information
in the discourse, and infer meaning based on key words. For example, the
dialogue in Appendix I (VI|F&55 2003) is for learners at the high-elementary level.
It has a considerable number of new words. Some (e.g., &, BT%, LA
EE¥2) are essential to comprehension of the whole dialogue; others (e.g.,
RF, mE, T, & AKE B, =) are minor and can be easily skipped. [t
also requires some cultural background, e.g. the local police station in China
acts as a “lost and found” for people for such items as bicycles. Before listening,
the instructor helps learners focus their attention by asking warm-up questions
such as:

1. WER{FEIE 7% £ 7T © {R=ift4a ?

Students may give different answers. One might say “Z; 1/ police.” The instruc-
tor will then write the new word “E%2%" on the board since it is a key word, and
present a visual that shows a Chinese police station with a Chinese police officer

and a bike.

2. ol fEEfrEYERE] 7
3. EEZW A REE ?

(Please see the dialogue in Appendix I.)

During listening, learners are encouraged to first focus on main ideas. If the
material is lengthy and presents a certain level of difficulty, listening can be repeated.
The first pass may focus on obtaining the major information. The second pass can
be more targeted to specific information and details. For example, the instructor
may ask learners to “jot down all the numbers,” or “jot down the time sequence
and names.” In the example “{THJ% $£F] T ", the instructor may ask learners to
“jot down the Z...... B sentences” if the purpose of the activity is to practice the
“i&......HY" pattern. Learners are guided toward piecing information together in
order to derive complete ideas, and to infer meanings in context. The task of listen-
ing instruction, therefore, is to help learners employ varied cognitive skills such as
categorizing, comparing, synthesizing, hypothesizing, and testing, as well as learn-
ing strategies such as guessing, predicting, skimming, scanning, and looking for
key words and clues in the context.

Table 1 summarizes the design of such a series of activities, from pre-listening
through post-listening.
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Table 1. Structured activities for dialogue “{T.89 % $% 5| T

Tasks and Goals 1. Pre-listening: (In the interpersonal mode) warm-up
activities to
a. activate learners relevant linguistic and
background knowledge,
b. motivate leamers interest.
2. Listening: (In the interpretive Modg)
a. encourage the use of cognitive skills,
b. induce learners to use certain specific strategies.
3. Post-listening: (In the interpersonal Mode)
a. assess/confirm listening comprehension;
learners negotiate meanings and clarify ideas,
b. guided composition for production; creatively
apply what they already know to new leaming,
€. group presentation.

Detailed Plan

Step 1: Pre-listening 1. Use questions for warm-up
T/S interaction Interpersonal Mode a. ﬁ%iﬂ?ﬂ‘ﬂﬁ TEERT * Rl
7
|

b. ER] HEM {rEYE I3 7
¢ BEER4REE ?
2. Write down the key new words while listening to
students'answers: (e.q, =, B T4, KL
) B EE).
3. Present a picture of a Chinese police station with a
(Chinese police woman or man and a bike.

Step 2: Listening 1. Direction: listen for main ideas such as:
S interaction w/ input Interpretive Mode a. who s in the story?
b. why do they talk?

C. where are they?
Remind students to quess the meaning in context and
do not get stumped on a particular word
2. Read listening comprehension questions on our
handout first and listen for the second time. Then,

write answers to questions.
Step 3: Post-listening Students interact and negotiate meaning by:
5/5 interaction Interpersonal Mode 1. exchanging answer sheets with their partner and

discussing the differences in their answers,
1. oeating a new dialogue based on the input,
3. presenting the dialogue in dass,
4. writing a narative based on the input and
submitting it as homework.
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3. The velationship between input and output: The model of
second language acquisition.

The development of listening and speaking skills reflects the processes of both first
and second language acquisition (SLA). In a formal instructional setting for SLA,
listening input is pedagogically designed to tailor its content, form, meaning,
and function to the language development stages of learners. VanPatten (1995)
proposed a model of SLA and use (figure 2) consisting of three processes and
four concepts in an interactive relationship from instructional input to learner’s
output.

I 11 111
Input — intake — developing system — output
I = input processing.
IT = accommodation, restructuring.
I11 = access, control, monitoring.

Figure 2. Model of second language acquisition and use (based on VanPatten 1995)

The model is highly applicable to teaching listening and speaking. One empha-
sis of the model is on meaning and comprehensibility of the input, and input pro-
cessing. As scholars have stated (e.g., Long, 1990, Ellis, 2003, VanPatten, 2004),
comprehensible input is the first step to the successful generation of language out-
put. Comprehensible input, however, does not guarantee that input will become
the learner’s intake?. It is the learner who converts input into intake, and intake to
output, who succeeds in developing strong listening and speaking abilities.

3.1. IMPLICATIONS OF THE MODEL OF SLA AND ITS RELEVANCE TO CFL
LISTENING AND SPEAKING INSTRUCTION

Instruction can assist and enhance the listening and speaking processes. Well-
designed learning activities need to accommodate intake and restructure the
learners’ language system by helping them access their linguistic repertoire on the
one hand and monitoring their speaking output on the other. Examples of such
activities are presented in Tables 1, 2, and 3 of this article. The instructor can
strategically direct learners’ attention to important features in the input, and facili-
tate form-meaning mappings that consequently lead to better intake and quality
output. Instructors can design a variety of activities to facilitate listening compre-
hension by using visual images (CAEIBNNT), by designing activities that involve

Intake refers to grammar knowledge that becomes part of a learner's competence after mediating
between input and grammars.
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taking notes (LAZEBIUr) and listening by doing (LAf8B/j7), and by integrating
speaking and listening in an interactive fashion (0715 A 5).

Visual aids help decrease the load of working memory and thus speed up input
processing. They also promote interest in learning. Visual aids should vary in form
and may be charts, tables, maps, schedules, or vivid or funny pictures from a web
page. The choice of the form is determined by the content and difficulty level of the
material. The image may have brief words in it so that learners compare and iden-
tify the relevant meaning, or can be an empty chart with a title that learners can fill
in with key words from the input. Figure 3 is such an example.

8:00 a.m.
8:30 a.m.
10:30 a.m.
2:00 p.m.
4:00 p.m.
9:00 p.m.

Drawn by Miss Jiayae Pang

Figure 3. My schedule on Sunday

Taking notes while listening is an important skill that assists conversion from
input to intake. Taking notes requires learners to use cognitive skills to look for
cues and identify key information in the input. Notes taken can be numbers, con-
necting words to show sequences, layers of meanings, and relationships such as
cause-effect pairs, conditions, and consequences. Notes might be words, such as
nouns, key verbs with its nouns, time sequences, or clues in the context; or may
even be a map or a floor plan. The form of the notes (Pinyin, characters, or Eng-
lish) should be flexible to accommodate individual learning styles and preferences,
language proficiency levels, and goals of instruction.

Visual aids and taking notes make learning easier and help combine listening
and speaking skills. For example, when learning locations and directions, students
can draw a map while listening. Then they can exchange their maps in pairs or
small groups, and compare differences among their drawings. Based on the input
they have just heard and discussed, learners can work out a new description of a
familiar location. It can be a favorite restaurant, a popular bookstore, or a quaint
downtown street. The instructor can ask a few students to tell the class their descrip-
tions individually while the rest of the class listens and draws the location based
on the input. This activity that integrates listening and speaking (9715 & Zf) is
summarized in table 2.

This is an example of the output from a student:



Table2.  Integrating listening and speaking “{/ S /7147

“EAMRIELE Calhound 7 L - X/ MRIERIZELE — MIMHLE < 24
IRIERITEZ law school * SAMRIBAYEILE Wendy’s < 3 MRTEES
455N BRI © PRABERMRTEE ? 7
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Listening by doing is another instructional strategy that facilitates the conver-
sion from input to intake by focusing on comprehension. The method Total Phy-
sical Response (Asher 1982) is especially appropriate for material that takes time to
process. In this method, learners are given time while listening to pay attention to
the linguistic forms and react to meaning. Comprehension is reinforced through
action. For example, the instructor can conveniently use props in the classroom
to help learners understand the function of the “ba” construction (F£85~4]) while
they physically respond to the requests while listening:

EEIIR BT -7 NEETRE AT T
TEHIRRERIES BRI E -7 ERRFNIERE -7
“TEHRRER SR o 7 B HITATEREA TR - 7

The exercise can also be at the phrase level. For example, when teaching
the verb complement, the instructor can ask learners to act on the input and pay
attention to the word order and the language form:

EfR (1) EZFEREE -7 ELERT
ik EEHILE T EFERT O HIIHET
ERTESS T EERF T

“fEds > {ERTE © 2 o FEERR -7

1t is fine if there are a few new words in the input (e.g., “iR”, “*5” “Ia)”, “I&”).
Learners are encouraged to guess the meanings and to develop a tolerance for
unknowns. A similar method can also be used in practicing locations and direc-
tions that are notoriously difficult to learn because of word order, preposition
usage, and spatial conceptualization, which is abstract and culturally distinctive
(Bowerman 1989, Wen 1994, 1995, and 1997a), Learners are asked to act on the
statements to confirm their listening comprehension:

LR LE 7 FRIEAERE 7 R EART I -7
IREITFHAEY R - AEBEIE -
“IRUEAERRYPAY S » AR S RYRITE - 7

After repeatedly hearing and acting on the statements, learners might be able
to notice the word order and sentence structure of Chinese sentences and realize
linguistic differences between Chinese and English, compare the input with their
existing knowledge, and continuously restructure their interlanguage® system.

3An interlanguage is an independent linguistic system produced by a learner of a second language.
It is developing towards the target language, and is also preserving some features of the learner’s first
language.
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4. ntegrating listening and speaking in communicative
tasks: Task-based instruction

Task-based instruction is a teaching approach that integrates listening and speak-
ing skills in one carefully designed task. In a simplified sense, a task is a means
of motivating learners to actively use the language communicatively to achieve
learning goals. One of the major underpinnings of task-based instruction is SLA
theory, namely, that learning is autonomous and language may develop indepen-
dently from instruction (e.g., Selinker 1972, Pienemann, 1987, Pienemann 1989,
Wen 2006). Other underpinnings of the approach are theories of sociolinguistics
that consider communicative competence and language use as fundamental to
both language and language acquisition (Hymes 1971, Savignon 1983, Brown
1994), and from Halliday’s theory of systemic-functional grammar (1975, 1978).
Halliday takes a social semiotic approach to the function of the language, and
investigates how meaning is constructed in relation to a speaker’s intention, and
understood within a context. He proposes that we use language as a means to
achieve communicative goals, interpret information in context for purposeful use,
and negotiate meanings interactively.

There are several implications of the underpinnings of task-based instruction
to the teaching of CFL. Theories of language acquisition tell us that teaching
must be learner-centered. In the classroom, learning tasks should be meaningful
to learners, purposeful with specific outcomes that can be assessed, interactive
by nature, and closely based on themes of daily life that reflect genuine
communication. How are we to make these happen?

In the early days of task-based instruction, Prabhu (1987) proposed the “gap
principle”; that is, that instruction creates an information, reasoning, or opinion
gap within the input or among learners so that learners need to genuinely
communicate in order to bridge the gap and accomplish the task. The task, “How
to make “E{fIS T and “EMIR”, as illustrated below, is such an example.
In addition to input, Swain (1985, 1995) has posited that a learner’s output is vital
for language acquisition and the development of communicative competence.
Learners need ample opportunities to produce “pushed output” that is not only
fluent and accurate, but also with an appropriate sentence length and level of
complexity.

In “gap” tasks, learners complete a task by consulting, gathering, and discuss-
ing the information with each other. During the process, learners are given oppor-
tunities to observe linguistic forms, make comparisons, and test their hypotheses
by using the language meaningfully. For example, when reviewing the "ba” con-
struction (#E8571]), students are divided into two A and B groups to receive
different input and work in pairs to tell each other how to cook “E{fR¥gT” or
“TEHPIR”. The task is designed in three phases with six steps: the pre-task phase
for form-focused instruction, listening, and input processing; the in-task phase for
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Table3. Interpersonal interaction: How to make “= {735 | " and “ZE 14 1j7”

speaking and interpersonal communication; the post-task phase for assessment
and follow-up language use in speaking or/and writing. Table 3 presents the steps
in a structured fashion.

There are four features worth noting in the above task design. First, learners go
through genuine communication. They must consult each other for necessary
information so that they can do their next task of reporting what they have learned
to the class. They must comprehend clearly and speak accurately to interact
for meaning. Second, the series of activities is well-structured, with the previous
activity feeding into the next activity. The activities start with form-focused instruc-
tion that guides learners to a range of possible language realizations, and end with
the learning outcome of presenting a “recipe”. Learners are provided with not only
a good amount of exposure to listening input, but many opportunities to use the
language for interpersonal communication. They are encouraged to speak with
good quantity and quality. Third, the topic relates to daily life situations that
promote interest and usefulness of the learning. Fourth, the assessment is con-
ducted by the students themselves, which provides immediate feedback to facilitate
their language processing and acquisition.

Task-based instruction provides myriad ways to integrate listening and
speaking, and encourages learners to interact bi-directionally. Role-play presents
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“replication activities of the real world” (Willis 1990) in which learners use
language and build up their communicative competence in a linguistically and
culturally rich environment. Appendix II is such an example, in which a theme
determines the context where learners play different roles to reach goals and pro-
duce outcomes. Tasks are not performed for simulation because learners tend to
use language for acting and display. Instead, a task should be purposeful and require
learners to interact to negotiate meanings, make suggestions, solve problems, and
reach agreements. There is an objective to work toward in a task, and consequently
learners obtain it through interaction.

Tasks should be diverse, and varied in in content, with the flexibility to meet
learners’ interests, learning styles, and proficiency levels. Interviews are easy to use
and interesting to learners. It can be a job or a school entrance interview in which
a student plays the role of an interviewee (students do so by turns), whereas others
are all interviewers. It can be a news interview where learners go to interview two
or three classmates or Chinese students on campus, and then report the results of
their “news” or “survey” to the class. When teaching expressions of time and place,
for example, students can work in groups to play the role of “detectives” to exam-
ine schedules of “suspected” students and report to the class the conclusion of their
“investigation”. When teaching locations and directions, the following tasks, for
example, are easy to use and interesting. The difficulty level of the tasks below
varies to fit the different proficiency backgrounds of learners.

1. Learning by discovering. The instructor informs students: “I have hidden
over 20 items such as pens, notebooks, Chinese stamps, maps, apples, bananas,
etc. in this classroom. Can you find them? You must use two sentences to
describe the location of the item you have found, such as 33 ME I AR {ERHY
Ry Bk ZEFH Tk > B3ARY34. You must find a minimum of
two items and then report to the class. This is a rewarding activity: you may
keep one item for yourself!”

2. Learning by identifying. Play a guessing game: First, students prepare a short
narrative about a well-known person (a president, a movie/sport star), or a
popular place (a country, a state, a local restaurant, a favorite local street, a
building on campus). Then, they tell the class individually, asking them if
they can identify the name of the person or place, as illustrated in table 2.

3. Learning by interaction. Students are divided into two groups. Students
in group A are given a campus map and work as “Campus Guides for new
students”. Students in group B are new to the campus and need to find their
classrooms, bookstores, and campus service locations. Each “Campus Guide”
needs to help at least two “new students.”

4. Learning by doing. This is group work, with four students in a group. The
directions are: “You are residential architects and work in teams. Two of you
will design houses and the other two of you will design a community plan.
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After finishing your drawings, tell each other about your design. For example,
explain the location of different rooms in the house and locations of the
school, post office, banks, and restaurants in the community. Then your
group will work out a narrative to present to the class.”

When implementing communicative task-based instruction in the classroom,

the instructor needs to consider five “rules” to promote the ease of flow and success
of the performance:

Build up the path. Start with comprehensible input and form-focused?
instruction, so that learners are very familiar with the sentence structures and
vocabularies to be used in performing the task;

Establish a clear purpose. Ensure that learners know what they are expected
to do and how to contribute to the processes and the objectives;

State specific requirements for the output. Requirements may include length
(e.g., how many sentences), language forms, and functions;

Specify a time frame. State the time period learners will use for each task.
The range usually varies from 3—15 minutes in class;

End with learner output, such as a report or a presentation to the class.
Students can take turns if the class size is large.

A well-structured task plan is the key to the success of learners’ performance.

The task of the instructor is to provide a highly interactive language environment
with clear communicative goals, and to design the tasks that internally motivate
learners. In this way, learners have the desire to actively participate and use the
language to solve problems and make decisions. Motivation is significant in the
learners’ participation and strategy use (Wen 1997b). As illustrated above, tasks
should be designed and organized according to students’ interests, proficiency
levels, learning content, and the size of the class. Tasks should be offered in differ-
ent forms and in a variety of ways in order to bring a sense of innovation and
creativity to the classroom.

NOTES
1. Input in this article refers to any language to which the learner is exposed.
2. Intake refers to grammar knowledge that becomes part of a learner’s
competence after mediating between input and grammars.
3. An interlanguage is an independent linguistic system produced by a learner

of a second language. It is developing towards the target language, and is also
preserving some features of the learner’s first language.

*Form-focused instruction refers to instruction that focuses on language form, i.e. grammar struc-
tures. The form-focused instruction proposed in this article is implemented under the framework of
Communicative Language Teaching.
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4, Form-focused instruction refers to instruction that focuses on language

form, i.e. grammar structures. The form-focused instruction proposed in this
article is implemented under the framework of Communicative Language
Teaching.

Appendix 1
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Appendix 2

Integrating the theme, context, language form, meaning, and function through role play
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