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PREFACE

This research and thesis stem from my five-year experience with teaching
Chinese at the college level in the U.S. I studied teaching Chinese as a foreign language
in college in China. After completing my undergraduate education in 2003 in Beijing,
China, [ was recruited into the Associated Colleges in China (ACC) Program, which is an
intensive Chinese language program established by Hamilton College and other six
colleges in America. When I was at the ACC program, [ was provided teacher training
based on communicative drills and the audiolingual approach, and was cultivated to be a
head teacher. As a result of my standout teaching performance at ACC, I was
recommended and sent to the headquarters of the ACC, Hamilton College, to teach and to
receive more systematic training in 2006. Through three-year working with William R.
Kenan, Professor of Chinese and Director of the ACC Program, Hong-gang Jin, my
teaching skills became increasingly more mature.

As my teaching experience progressed, I gradually discovered that the teaching of
Chinese in the U.S. was distinctly different compared to how it was taught in China,
particularly in an intensive program such as ACC. Even if my teaching subjects are all
college students, the students who learn Chinese in China and the students who learn in
America may have different learning motivation and goals. Apart from the different
learning motivation and goals, another manifested difference between the Chinese
language learners in China and in America is their language proficiency. The students in
the same class at ACC in Beijing may have similar language proficiency, which allows
the teacher to easily use the teaching method of drills. Unlike the students in the same

class in China, the students in America may have various language proficiencies, which



makes it hard for teachers to utilize drills. In my teaching experience and observation,
this not only happened at Hamilton College, but also happened at Seton Hall University,
where | have been working on my Master of Arts degree since I left Hamilton College in
2009. At Seton Hall University, I have been a teaching assistant of Chinese and taught
several Chinese language courses.

Those differences between students in the U.S. and China drove me to ponder
how to effectively teach Chinese language to the students in classes with different
language proficiencies, which is an increasingly salient issue in the field of teaching
Chinese as a foreign language in U.S. Through assisting with certain task-based
language teaching (TBLT) research by Professor Hong-gang Jin, I gradually realized that
the TBLT approach may be a means for Chinese language teachers to resolve this current
issue. Therefore, I began to attempt to use TBLT in my teaching in 2006. For
approximate five-year experience between 2006 and 2009 both at Hamilton College and
between 2009-2011 at Seton Hall University, I received a great deal of reactions and
reflections regarding TBLT. Hence, I am taking the opportunity to write this thesis about
using TBLT to effectively teach Chinese in the U.S. as the culmination of my five-year

experience working and studying in the United States.
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ABSTRACT

In my teaching experience and observation at the college level in the United
States, I find that in teaching the Chinese language as a foreign language, one faces
certain challenges and difficulties due to the learners’ individual differences and the
limitations of the school budget, which prevents the hiring of enough teachers. I raised
the following question: how can one teach the Chinese language effectively in such
conditions?

As the task-based language teaching (TBLT) approach is an increasingly
popular approach in the field of second language acquisition (SLA) and the study of
“task™ has formed a connection between SLA and language pedagogy, language
instructors using tasks in their class may be a good way to facilitate their students’
practice of the target language. [ will attempt to use the TBLT approach in my Chinese
language teaching to examine how using tasks facilitates native Chinese teachers in
teaching American learners with individual differences.

In this thesis, I will include four main components. Firstly, in Chapter 1, T will
present the current challenges and difficulties for Chinese teachers teaching Chinese in
America. Based on these challenges and difficulties, I will suggest using tasks to teach to
meet different learners’ needs. Secondly, I will review the literature and discuss the
shortcomings in the literature in Chapter 2. Thirdly, in Chapters 3 and 4, through
presenting the three tasks I used at Hamilton College between 2006 and 2009, I will
explain how to effectively design and implement tasks to compensate for learners’
individual differences from the perspective of teaching. In addition, I will analyze the

design and implementation of the three tasks from the perspectives of both learning and
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teaching. At last, based on the discussions in Chapter 3 and 4, I will develop five
strategies regarding task design and implementation for meeting individual learner’s

demands and language proficiencies.



Chapter 1

Introduction

Task-based language teaching (TBLT) is an increasingly popular approach in the
field of second language acquisition (SLA) and the study of “tasks” in language learning
has connected SLA and language pedagogy since the 1960s (Ellis, 2003). Using tasks in
a second language class is a good way to facilitate students’ practice of the target
language in meaningful communications (Nunan, 1989, Ellis, 2003). There has been
quite a lot of research regarding the TBLT teaching approach in the context of ESL by
scholars such as Peter Skehan, Rod Ellis, and David Nunan. However, there has been
limited TBLT research in the context of teaching Chinese as a foreign language, with the
exception of a few scholars such as Chuanren Ke, Hong-gang Jin, and Fangyuan Yuan.
Their research examines task-based Chinese as a foreign language (CFL) instruction
(Chen and Ke, 2010), task assessment (Ke, 2006), or task complexity (Jin, 2010), but
lacks relevant examination of the advantages of the TBLT approach in CFL and how to
solve difficulties specific to CFL.

In this thesis, [ will focus on the difficulties that Chinese language instructors are
currently facing in the U.S. and expound on the TBLT approach. In facing the current
challenges and difficulties in teaching Chinese in American colleges, I think it is
imperative for teachers to utilize the TBLT approach in teaching Chinese as a foreign
language. As I have observed, there are various challenges and difficulties in CFL. The
most significant challenges faced by Chinese instructors teaching Chinese in American

colleges are real communications and individual differences. [ will interpret the reasons



for using TBLT in the context of CFL with explanations of the characteristics of tasks
and the challenges of teaching Chinese in the U.S. I will then examine the effectiveness
of TBLT as an approach to L2 teaching through analyzing three tasks I designed while
teaching at Hamilton College between 2006 and 2009. I will also analyze the process of
task design and implementation, as well as task outcomes.

In this first chapter, I will discuss two questions: (i) what current challenges and
difficulties do instructors of Chinese face when teaching Chinese in the United States? (ii)
What is the task-based language teaching approach and why is using tasks an effective

way to deal with the challenges and difficulties of teaching Chinese in the U.S.?

The Current Challenges and Difficulties of Teaching Chinese in American Colleges
(i) The first challenge: Communications

In recent years, cultivating learners” communicative competence has become
imperative in foreign language education in the United States. As a leading national
voice among language educators and administrators in the U.S., the American Council on
Teaching of Foreign Languages (ACTFL) published The Standards of Foreign Language
Learning in 1996. One of the ACTFL standards defines communication as “the heart of
second language study” (ACTFL, 1996). The primary role of language as a
communicative tool is that of social communication. Second language (L2) learners need
to communicate in target languages. To develop learners’ communicative competence in
a second language, instructors should engage them in performing communication
functions of the target language. It is not as easy as people think to accomplish this task.

However, it is difficult to practice the three types of communicative modes postulated by



ACTFL: interpersonal, interpretative, and presentational. In fact, language teachers are
constantly challenged to make learners communicate effectively in the target language, in
an aim to practice the skills of interpersonal, interpretative and presentational in their
daily teaching.

Instructors of Chinese in the U.S. are particularly concerned with two major
difficulties. The first one is that normally learners are not able to be immersed in a target
language environment. As such, they do not have the opportunities to communicate with
native Chinese speakers. Remarkable differences between teaching Chinese in the U.S.
and teaching Chinese in China have been noted by Chinese language educators (e.g., Ke,
1992; Walker, 1999, 2010). ACTFL’s five C’s Standards, which were developed in 1996
as the national standards for foreign language education, include communication, cultures,
connections, comparison, and community. Communication is the core of the five C’s.
These foreign language standards have not been held as curriculum guidelines, but rather
as the main goals of foreign language learning. Learners are not only expected to acquire
the target language, but also to understand the target-language culture and to use the
language appropriately in multiple fields. The most powerful key to successful
intercultural communication is “knowing how, when and why to say what to whom”
(ACTFL Standards, 1996, p. 3). Thus, the primary goal of second language teaching is to
help students acquire the ability to communicate in meaningful and appropriate ways
with native speakers of the target language. Language teachers have the responsibility of
providing learners with opportunities to engage in meaningful communication.

As we know, teaching Chinese in China may not have to involve designing a

variety of communicative contexts, for students are already in an immersive environment



in which they hear and speak Chinese every day. It is easy for them to immerse
themselves in the local community. However, if students are learning Chinese in
America, there are few opportunities for them to communicate with native Chinese
speakers and blend in with the Chinese community. As such, it is more difficult for
learners to gain cultural knowledge and acquire language skills. There is a consensus of
opinion among instructors of Chinese that communication plays an important role in
teaching Chinese as a foreign language (TCFL) (Ke, 1992, 2010; Walker 1999, 2010; Jin,
2010). However, [ have personally observed some misinterpretations of communications
in TCFL. I have observed that engaging students in group chat or role-playing games
will probably facilitate communicative ability in Chinese, and both chatting and role
playing function are ways of communication. Do such language activities provide
meaningful communication settings? The ACTFL Standards have highlighted
meaningful and appropriate communication. In oral language activities, teachers should
make sure that students make meaningful conversations. It is not uncommon that
students use vocabulary or grammar in inappropriate contexts during classroom activities.
Even though there is no grammatical error in a conversation, what students say may still
sound awkward to a native speaker’s ear. Not all teachers of Chinese are aware that this
is to some degree an ineffective teaching method, and that conducting group chat and role
playing in a second language class may result in students learning incorrect structures.
Instructors teaching Chinese outside China need to design effective language activities so
as to increase communication opportunities for their students. If students continuously
use the target language in meaningful communication, the goal of learning will be

achieved.



There is an idea concerning the problems I have raised above that spurred my
interest in the task-based language teaching approach. Task-based language teaching and
learning is regarded as the core of recent SLA and language pedagogy research (Ellis,
2003). The question of what constitutes a “task™ has been discussed by a number of
scholars (e.g., Long, 1985; Crookes, 1986; Breen, 1989; Nunan, 1989; Shehan, 1996;
Ellis, 2000, as cited in Ellis, 2003, p.4), who have defined “task™ from their respective
points of view. “Meaning” and “communication” were mentioned in all of their
definitions. It is obvious that task-based language teaching has features that correspond
to the primary goals of the ACTFL Standards. Therefore, the TBLT approach can be a
way to compensate for the deficiencies of TCFL in the U.S.

(ii) The second challenge: Learners’ backgrounds

The second major difficulty that instructors of Chinese face when teaching
Chinese in the U.S. is the diversity of learners’ backgrounds. This difficulty can be

grouped from two perspectives — educational background and individual differences, as

shown below:
a. Educational backgrounds
- Instructional factors (Carroll, 1965)
- Ethnic cultural backgrounds
b. Individual differences (Skehan, 1989; Ligntbown, 2006)
- Motivations
- Language learning strategies

- Language styles



(a) Educational background

Learners of Chinese in the U.S. have more diverse purposes and backgrounds.
Some students taking Chinese courses in colleges have already studied the language in
high schools. However, beginners and non-beginners are seldom separated into different
classes. Even if students who have learned Chinese before are usually grouped into
classes separately, they still may score at different levels of language proficiency due to
prior instructional factors (Carroll, 1965).

The so-called instructional factor is one of the categories in a model of school
learning proposed by J. B. Carroll in the field of SLA in the 1960s. Carroll (1965)
focuses on two major types of variable factors — instructional factors and individual
differences factors — in his model of school learning. The instructional factor consists of
two sub-categories — time and instructional excellence. As Carroll points out, progress is
a function of the amount of time spent learning, namely, the more time spent, the greater
progress made by learners (Carroll, 1965). As for excellence, Carroll did not provide an
appropriate definition. However, excellence is at least regarded as good teaching, or
instructional effectiveness. Based on Carroll’s model, learner success with a second
language is influenced by the amount of learning time and effectiveness of instruction.
These two factors of instruction can account for why students who have learned Chinese
before differ in levels of proficiency. For instance, two students who have both learned
Chinese for two years in high school are placed in an intermediate class, but there are
distinctive differences of proficiency between them. This may be explained by pre-
college classes scheduled with different amounts of time each week, albeit by instructors

with different requirements and instructional skills. In addition, some students may have



already had the opportunity to study in China before they began the college program.
Some study abroad programs in China offer language and cultural courses, so high school
students in such programs have some basic knowledge of the Chinese language and
culture. Even in those programs with no formal language training courses, students may
learn about the Chinese culture simply by traveling around China.

Aside from instructional factors, ethnic background is also at play. For example,
some students are of East Asian cultural background, either with Chinese or Vietnamese
heritage. They are perhaps not entirely unfamiliar with major elements of Chinese
culture, such as Confucianism. Some Asian languages are also similar to the Chinese
language or have been influenced by Chinese. Because of these factors, it may be
relatively easier for students of Asian backgrounds to acquire the Chinese language than
those with no Asian roots. I have observed that there are certain differences in learning
and performance between Asian/Asian-American students and American students. For
instance, Asian/Asian-American students may construct their Chinese language system
faster than American students without an Asian background.

As differences in educational backgrounds are likely to influence the instructional
effects and learning outcomes, it is better to sort students into different classes based on
their language proficiency and cultural background. However, due to limited budgets and
lack of teaching staff, most colleges and universities are not capable of placing students
into different classes based on their language proficiency or cultural backgrounds.
Therefore, students of different levels of proficiency or of different cultural backgrounds
are grouped into one class. Under these circumstances, Chinese language instructors

need to develop effective teaching methods to engage such diverse learners.



(b) Individual Differences

While the diversity of the learner backgrounds is only one of the many factors
resulting in performance differences among second language adult learners, individual
differences are also important. There also are considerable individual differences in
foreign language learning. Taking into account individual differences can help learners
succeed in secondary language acquisition. Skehan’s individual differences concentrate
on how language learners differ in “language aptitude, motivation and cognitive style and
strategic influences” (Skehan, 1989, p. 1). In Lightbown and Spada research on
individual differences, they propose different aspects, including learning style,
personalities, intellectual abilities, motivation and attitudes, motivation in classroom,
identity and ethnic group affiliation, learner beliefs and age of acquisition (Lightbown
and Spada, 2006, pp. 59-68). Unlike Skehan’s categories, Lightbown and Spada’s add
more variables but do not include language learning strategies. In my view, attitudes,
interests, learning needs, and learning achievement affect learner motivation. Thus,
learner attitudes should be incorporated into motivating factors. As for personality, I
have chosen not to consider its influence on student learning outcomes in this thesis.
This is an important factor, but it remains difficult to examine its effects on second
language acquisition. Moreover, the ACTFL Standards suggest that everyone can learn
foreign languages, so it is necessary to respect learners with different goals. Therefore [
will not include individual personalities in my explanation. Although both Skehan and
Lightbown and Spada mention the intellect, I will not include it as language aptitude
since it is not easy for instructors to examine the differences among learners’ language

aptitude. In addition to motivation, I will include two other factors related to individual



differences: language leaming strategies and learning styles touched on by Skehan and
Lightbown and Spada respectively. In the following, I will discuss why Chinese
instructors’ teaching is challenged by individual differences from the perspectives of sub-
categories of individual differences, motivations, language learning strategies, and
language learning styles.

(c) The three factors related to individual differences

Motivation is the primary factor leading to individual differences. L2 learner
motivations differ due to learning interest, learning needs and learning goals. There are a
number of reasons why some students lack interest in learmming Chinese. For Chinese-
American students who were born and educated in the U.S., English is their first
language. They may learn Chinese merely because their parents force them to do so. It
is not easy to change their way of thinking and make them more interested in leaming
Chinese. Not all learners want to become experts on China. For instance, students who
are majoring in science just need to meet departmental language requirements; students
who are concentrating on Chinese studies or the more extensive East Asian studies are
required to have better Chinese language skills; and some students learn Chinese merely
for traveling purposes. Students with various leaming needs in one class will not devote
the same amount of time and effort to study and as such, their academic performance will
vary. As learning needs vary, student learning goals will vary accordingly. However, it
is the teacher’s responsibility to motivate students toward whatever end results they want
to achieve in learning. Therefore, instructors need to consider both motivations and
language proficiencies.

The second relevant factor is language learing strategies. What are language



learning strategies? Skehan (1989) reviewed the “good language learner (GLLs)”
research conducted by Naiman, Frohlich, Todesco and Stern in 1978. This group of

researchers set up five major strategies based on results of their experiments (as cited in

Skehan, 1989, pp. 76-77):

(1) Active task approach: good language learners actively involve
themselves in the language leaming task.

(1) Realization of language as a system: good language learners
develop or exploit an awareness of language as a system.

(ii1) Realization of language as a means of communication and
interaction: GLLs develop and exploit an awareness of language
as a means of communication (i.e. conveying and receiving
messages) and interaction (i.e. behaving in a culturally
appropriate manner).

(iv) Management of affective demands: GLLs realize initially or with
time that they must cope with affective demands made upon them
by language learning and succeed in doing so.

(v) Monitoring of L2 performance: GLLs constantly revise their L2
systems. They monitor the language they are acquiring by testing
their inferences (guesses): by looking for needed adjustments as
they learn new material or by asking native informants when they
think corrections are needed.

I would like to highlight certain key words in the above five learning strategies:
language task, awareness and monitoring, and communication and interaction. Not all

learners have good language learning strategies, particularly those who are learning thei

r

first foreign language. Teachers need to facilitate student learning by applying strategies

so the students can become good language learners. I will expound on learning strategies

in the context of individual differences in this thesis. Language instructors should take

this factor into account in their teaching process. Knowing students’ individual learning

strategies and helping students develop their own effective strategies is likely to help
instructors to deal with a class of students at mixed levels of proficiency.

The last factor related to individual differences is language learning style.

10



According to Lightbown and Spada (2006), there are three types of second language
learners: visual learners, aural learners, and kinaesthetic learners. Visual learners cannot
learn something until they have seen it; aural learners learn best by ear; and kinaesthetic
learners learn by physical action such as skit or role-play. For language instructors, it is a
major challenge to find appropriate teaching approaches and meet the needs of different
learners. Teachers need to provide a variety of language learning materials and design
various language activities in order to meet the different needs of students. For instance,
if a student is an aural leamer, providing audio materials will be more helpful for him/her.
Likewise, reading materials will be more useful for visual learners.

As | mentioned above, due to limited school budgets and lack of teaching staff,
students with different language proficiencies or cultural backgrounds are often grouped
together in one class. Chinese teachers are faced with the challenge of teaching to a
diversified audience. Teachers should engage students with language tasks that
encourage participation in classroom activities, interaction with peers, and meaningful
communications. This should be done regardless of the diversity factor or individual
differences. Instructors are expected to teach Chinese based on learners’ individual needs
in order to produce effective teaching results. However, given limited energy and time, it
is hard for both instructors and learners to achieve successful teaching and learning
outcomes respectively. Teachers should create a variety of ways to motivate students to
learn and use the target language. Moreover, it is very hard to conduct drills in a class
composed of students with a wide range of proficiencies. Teachers need to stimulate
learners’ interest and instruct efficiently while striving to meet a variety of standards,

such as course objectives, as well as district, state, and national standards. When students
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with varied proficiencies are grouped into the same class as is common in the U.S., it is
imperative for teachers to seek and utilize legitimate and effective teaching methods to
meet teaching goals.

I have mentioned the task-based language teaching approach after explaining the
first major challenge of teaching Chinese in America. The TBLT approach can also

solve this second problem for teachers.

Using the Effective TBLT Approach in Dealing with the Challenges of Teaching Chinese

In this section, I will first explain what the TBLT approach is, along with
providing a definition of “task.” Then, I will explain why I have chosen TBLT to
facilitate my Chinese teaching and handle teaching challenges.

The TBLT approach has been concerned in the field of second language
acquisition (SLA). The study of “task™ has focused on the connections between SLA and
language pedagogy since the 1960s (Ellis, 2003). The TBLT theory has been developed
since the early 1980’s. “Task-based” means using language tasks to teach or learn a
second language within a curriculum. Tasks are different from language activities
because tasks require instructors to design tasks with specific communicative goals and
guide learners to achieve communicative skills through real language communications in
the process of completing tasks. The theory of TBLT has reached full maturity in Ellis’s
research overviews. Ellis points out that there are two different accounts of the
theoretical basis for TBLT: one is from the psycholinguistic perspective; the other is
based on socio-cultural theory (Ellis, 2000, p. 199). These two theories have contributed

to the development of the TBLT approach. Lantolf (1995) refers to second language
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acquisition as the product of the input and output process, which is identified as
“psycholinguistically motivated dimensions™ of tasks (Long and Crookers, 1987, as cited
in Ellis, 2000, p. 199). Scholars such as Vygotsky (1978) conducted research based on
the socio-cultural theory. The psycholinguistic approach guides teachers in selecting and
grading tasks based on learners’ language learning process as well as performance, while
the socio-cultural approach defines the language learning process as a kind of interactive
social activity. As the theoretical basis of tasks focuses on individual learners and their
interactions, TBLT can solve many current teaching difficulties for Chinese instructors.

Most language instructors agree that using tasks in their class is an effective way
of helping students to practice the target language. Although the theoretical basis of tasks
is applicable for SLA, the definition of “task™ has not been clearly established. Different
scholars (eg: Breen, 1989; Long, 1985, Nunan, 1989, Skehan, 1998; Willis, 1996)
emphasize various key words when they define a “task”. After examining different
definitions of task, Ellis pointed out that most definitions address the main dimensions: (i)
the scope of a task; (ii) the perspective from which a task is viewed; (iii) the authenticity
of a task; (iv) the linguistic skills required to perform a task; (v) the psychological
processes involved in task performance; and (vi) the outcome of a task (Ellis, 2003, pp. 2-
8).

As is seen from these six dimensions, a complete definition of “task” should cover
a wide range of dimensions and be defined from the perspective of SLA as well as that of
linguistics. Willis (1996) noted that if a “task” is defined in the context of language
teaching, the characteristics of TBLT should be made explicit so as to distinguish it from

other teaching approaches. Since I will discuss how tasks can be used to teach Chinese
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effectively, the definitions of “task” that I have selected to discuss here emphasize the
features of “task” from the perspective of language teaching. I have selected a set of
definitions cited by Ellis in 2003 and D. Willis and J. Willis in 2008.

)] Nunan (1989)

“A piece of classroom work which involves learners in
comprehending, manipulating, producing, or interacting in the target
language while their attention is principally focused on meaning rather
than form. The task should also have a sense of completeness, being
able to stand alone as a communicative act in its own right” (Nunan,
1989, as cited in Ellis, 2003, p.4; as cited in Nunan, 2004, p. 4; as cited
in Willis and Willis, 2008, p. 12).

(1)  J. Willis (1996)
“[Tasks are] activities where the target language is used by the learner
for communicative purpose (goal) in order to achieve an outcome.” (J.
Willis, 1996)

(iii)  Skehan (1996)
“A task is an activity in which: meaning is primary; there is some sort
of relationship to the real world; task completion has some priority; and

the assessment of task performance is in terms of task outcome.”
(Skehan, 1996, as cited in Ellis, 2003, p. 4)

(iv)  Ellis (2003)
“A task is a workplan that requires learners to process language
pragmatically in order to achieve an outcome that can be evaluated in
terms of whether the correct or appropriate propositional content has
been conveyed. To this end, it requires them to give primary attention to
meaning and to make use of their own linguistic resources, although the
design of the task may predispose them to choose particular forms. A
task is intended to result in language use that bears a resemblance, direct
or indirect, to the way language is used in the real world. Like other
language activities, a task can engage productive or receptive, and oral
or written skills, and also various cognitive process” (Ellis, 2003, p.16).

These four scholars defined a “task” in the context of language teaching. Nunan’s

definition highlights meaning. Willis’ definition emphasizes goal/outcome. Shehan’s

definition covers several aspects including producing meanings, achieving an outcome,

and assessing task performance. Ellis’ definition is the most explicit from the perspective
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of language pedagogy. In addition, he highlights that the primary characteristic of tasks
is meaning. As Nunan mentions in his definition, Ellis points out that learners are
expected to use their own language resources and choose particular forms that may be
predisposed to achieve the outcome. Tasks should be related to activities in the real
world. In short, it can be seen that a task is meaningful communication with certain
planned goals related to the real world. To utilize tasks in language use is one of the
pragmatic goals of task teaching. Hence, the core of task teaching essentially coincides
with the core of ACTFL Standards—meaningful communication.

The definition of “task” is just the first question needing clarification. However,
are tasks equal to traditional language activities or exercises? If not, what distinguishes a
“task” from an “exercise” or “activity”? There are several views on the differences
between task and exercise or activity proposed by researchers. Skehan (1996) suggests
four defining criteria for tasks: (i) meaning is primary; (ii) there is a goal which needs to
be worked towards; (iii) the activity is outcome-evaluated; and (iv) there is a real-world
relationship. Widdowson (1998) argues that the criteria for distinguishing task and
exercise do not exist in the interior, but they differ with respect to their meaning, goal,
and outcome. Thus, exercises involve learning communicative abilities by means of
developing linguistic skills, while tasks incorporate the development of linguistic abilities
as a prerequisite for communicative activities. Comparing Skehan’s criteria and
Widdowson’s view, Ellis (2000) points out that meaning is the primary focus for tasks,
whereas the primary goal of exercises is engaging learners in producing correct linguistic
forms. As Eckerth claims, there are two perspectives on the primary goal of TBLT: one

is “to describe, to analyze and to predict the language use and the communicative patterns
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learners are engaged in when accomplishing a task” and the other is “to determine the
contribution of these communicative patterns to second language acquisition” (Eckerth,
2008, p. 13). Throughout these various definitions, “tasks” have been distinguished from
traditional “exercises” and “activities.”

Tasks promote interpersonal and referential communication, such as focusing on
the negotiation of meaning indicated by Long’s Interaction Hypothesis. Also, as Skehan
(1996) stated, “the task-based approach sees language acquisition as a process of learning
through doing. Learners develop their interlanguage by attending to form in the context
of meaning-focused acuities” (Skehan, 1998, p. 4). That is to say, tasks should be
designed for a certain context. Learners and instructors should focus on both language
forms and meanings. The language proficiency guidelines stipulated by ACTFL
emphasize meaningful communication, so it can be deduced that to some extent task-
based language teaching and learning meet the ACTFL standards.

TBLT can help instructors of Chinese meet the ACTFL Standards. However, can
TBLT solve the difficulties and challenges instructors face in the context of CFL? I will
now clarify the reasons why TBLT is helpful for teaching Chinese.

As I have discussed earlier in this chapter, Chinese language teachers face many
challenges and difficulties. Students with different language proficiencies and
backgrounds are put into the same classroom. The limited teaching staff due to the lack of
school budget has long created teaching difficulties. As the number of Chinese language
learners has increased rapidly, learning motivations vary. Faced with students who are
not strongly motivated, teachers need to know how to stimulate students’ interest in

learning Chinese in a class from diversified backgrounds with varying learning needs.
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Otherwise, teachers will not be able to set up and implement consistent standards.
Students who lack learning motivation probably also lack interest. Whether they need to
pass a language certification exam, or they are forced to take Chinese by their parents, it
is absolutely possible for students to become interested in learning Chinese if teachers
choose teaching methods based on students’ individual differences. However certain
traditional teaching methods, such as grammar translation and the audio lingual approach,
are not based on the theories of SLA and language pedagogy. Those methods which
focus on linguistic drills can hardly drive teachers’ attention to individual differences.
TBLT is regarded as an ideal method in which tasks focus on meaningful communication,
performance, and outcomes. While learners participate in discussions or problem-solving
tasks, they become involved in a meaning-focused interaction. They share ideas and
figure out how to best express their viewpoints (Willis and Willis, 2008). In this kind of
process, learners need to overcome their weaknesses in order to complete tasks and
achieve successful learning outcomes. As tasks involve exchanges of meaning, leamers
are encouraged to work on their own to prepare for the next step of the task. Therefore,
tasks can help teachers focus on personalized instruction.

However, TBLT is still not a master teaching method. TBLT has a number of
advantages for teaching Chinese language. But two pragmatic questions that Chinese
instructors need to address are how to design effective tasks and how to use tasks
effectively in their daily classes. If teachers of Chinese are designing and using tasks
ineffectively, they cannot achieve expected goals and language learners cannot acquire
Chinese successfully. If instructors devise tasks skillfully, tasks can increase

participation and interaction among learners. As a result, students can achieve goals set
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up by their teachers.
II.  The outline for the thesis

In this chapter, i.e. Chapter 1, I have interpreted the teaching difficulties and
challenges in the field of CFL. Through analysis of three tasks I designed in the following
chapters in this thesis, I will summarize in detail how the TBLT approach helps students
to improve their Chinese and overcome individual weaknesses from the perspectives of
the learner variable, topic variable and cognitive variable in task difficulty and
complexity.

In Chapter 2, I will focus on a review of the literature pertaining to TBLT
research. I will review the research of five scholars, Rod Ellis, David Nunan, Dave Willis
and Jane Willis, and Hong-gang Jin. These scholars have contributed their research to
TBLT approach regarding task difficulty and complexity. I will analyze how task
difficulty and complexity affect learner individual differences.

In Chapter 3, I will interpret explicitly three tasks that I designed and
implemented while teaching at Hamilton College between 2006 and 2009 from the
perspectives of task objectives, requirements, procedure and goals. In Chapter 4, I will
discuss how to effectively design and implement tasks for Chinese teaching and learning
based on my own teaching designs. I will interpret case by case the three tasks from the
perspectives of pre-task, core task and post task. In Chapter 5, I will conclude that the
strategies of task design and implementation are related to individual differences, and
explain how I came to this conclusion. At the end of Chapter 5, I will explain the

limitations of this thesis and the direction of future study.
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Chapter 2

Review of Literature

Introduction

In this chapter, I will review some research literature on task-based language
teaching approach written by five scholars; namely Rod Ellis, David Nunan, Dave Willis
and Jane Willis, and Hong-gang Jin. These scholars have made a great deal of
contributions to TBLA with their respective research. Rod Ellis and David Nunan
develop and clarify the definition of “task” in the context of SLA and teaching pedagogy.
D. Willis and J. Willis and Nunan are more concerned with the utilities of the TBLT
approach in teaching English as a second language (TESL). As for Hong-gang Jin, she
attempts to apply the TBLT approach to teaching Chinese as a foreign language (TCFL).
Ellis provides the overall comprehensive theoretical basis on task-based language
teaching. Nunan defines the respective roles of teachers and learners in task-based
language learning and teaching, and integrates technology into task-based language
teaching. Willis and Willis focus on the application of task-based teaching. These four
scholars have explained form-focused tasks and meaning-focused tasks while using
different terms in their studies. Unlike these four scholars who study TBLT in the context
of teaching English as a second language, Hong-gang Jin completed her study in the
context of teaching Chinese as a foreign language. In this chapter, I will review her
experimental research on the effects of negotiation of meaning on task complexity and
difficulty. All of these scholars’ various contributions cover both theoretical basis and

practical experiments. Furthermore, they all notice the significance of how different task
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variables influence task difficulty and complexity, which links with my concerns in this
thesis: namely, how to effectively use tasks to meet different learners’ individual
differences in the context of CFL.

This review emphasizes several aspects concerning the theoretical basis on TBLA,
the definition of tasks, task complexity and difficulty, and the differences between
focused tasks and unfocused tasks. In this chapter, I will review the five scholars’ works
from different dimensions regarding the TBLT approach. I will review the research
studies done by these scholars and analyze the strengths and weaknesses of their studies.
I will interpret Ellis and four other western scholars’ studies from the perspective of
general task-based language teaching. Lastly, I will present Hong-gang Jin’s experiment
in the context of TCSL to expound on task complexity and explain what elements
influence the negotiation of meanings in a task. By reviewing these scholars’ research, 1
will present my view on how to make full use of tasks to compensate for learners’
individual differences. Since utilizing tasks to solve individual differences has not been
fully attended to by SLA scholars, by reviewing relevant TBLT research I will explain

how tasks can help instructors accommodate learners’ individual differences.

Rod Ellis

The concept of task has become very pervasive, and the task-based language
teaching approach has been studied by a number of researchers in SLA. There is no doubt
that Ellis, among many other well-known scholars, plays a significant role in the field. He
has conducted a great amount of reliable research on his work, Task-based Language

Learning and Teaching. In the book on task-based teaching, Ellis finds a basis for the
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idea that language is used as a tool for communication. He believes that if learners
participate in classroom activities and know how to use the target language to
communicate inside the classroom, they are capable of using it outside the classroom.
Most of Ellis’ study results and his viewpoints on tasks in language pedagogy are
included in the aforementioned book that surveys both the theory and the practice of
TBLT. The book’s first six chapters are mostly theoretical. He explains the definition of
tasks using SLA theories and interprets the characteristics of tasks from the perspective
of SLA. Chapters 7 through 10 address the practical use of TBLT; for example, how to
design task-based language courses, how to assess task-based language learning and
teaching, and how to evaluate task-based pedagogy. Ellis’ book has fostered appreciation
of TBLT among a broad audience of researchers regardless of their educational or
theoretical backgrounds. Ellis attempts to examine “task” from a variety of perspectives
in the context of SLA and language pedagogy. He has not only chosen and presented his
personal view of TBLT, but has also strived to provide views of all current research
related to TBLT. In this wide sweep, Ellis interprets tasks from the psycholinguistical and
social-cultural perspectives. However, he acknowledges that learner needs should be
considered under the context of education and critical pedagogy.

Ellis utilizes Lantolf’s (1996) model of second language acquisition from a
psycholinguistical perspective. Based on this perspective, tasks are viewed as “devices
that provide learners with the data they need for learning; the design of a task is seen as
potentially determining the kind of language use and opportunities for learning” (Ellis,
2000, p. 193). Here the underlying theory is that the properties of a task will predispose

learners to engage in some kinds of language use and mental processing. These lingual
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and mental processes are beneficial to L2 leamer’s acquisition. Thus, the task-as-
workplan and the task-as-process are closely related. The so-called task-as-workplan
indicates that tasks require learners to process language practically in order to achieve the
predicted outcome, which can then be evaluated. He uses three different psycholinguistic
models in his work: Long’s (1981, 1983) interaction hypothesis, Skehan’s (1996, 1998)
cognitive approach, and Yule’s (1997) communicative effectiveness. All three scholars
see tasks as “devices for manipulating how learners process language” (Ellis, 2000, p.
198). Long’s (1996) Interaction Hypothesis emphasizes that learners obtain
comprehensible input and their acquisition is facilitated as a result of meaning negotiation.
This theory leads to research using tasks to investigate which kind of input works best for
learner comprehension. However, the researchers also ask in what way the instructor
could provide learners with opportunities of meaning negotiation. Researchers are
interested in finding out which types of tasks are most likely to generate meaning
negotiation that facilitates language acquisition. Also, Skehan’s cognitive approach is
based on a difference in the way in which learners are believed to represent second
language knowledge. Leamners construct both an exemplar-based system and a rule-based
system. The former system is lexical and includes both discrete lexical items and
formulaic chunks of language. Thus, the linguistic knowledge included in this system can
be quickly extracted and is appropriate for occasions requiring language fluency. The
latter consists of abstract patterns of the language which require more processing and thus
are more suitable for controlled but not fluent language performance. Yule’s research has
been on examining task-processes that contribute to communicative effectiveness, while

the Interaction Hypothesis and Skehan’s ‘cognitive approach’ address the problem of
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identifying task features that influence learner production for L2 acquisition. Yule’s
theory of communicative effectiveness is focused on referential tasks of the “Same-or-
Different kind”. Yule (1997) distinguishes two dimensions of communicative
effectiveness: (i) the identification-of-referent dimension and (ii) the role-taking
dimension. Learners have to be able to encode the referents they have to use in
communication, and they are required to be able to encode the referents in ways that are
distinct from other referents. As for the role-taking dimension, the participants are
required to be able to cooperate with their communicative partners in order to achieve
predicted outcomes (Yule, 1997).

According to the three theoretical bases, Ellis provides the task dimensions (see
below in this paragraph) to show task characteristics that are more likely to generate
meaning negotiation during task performance. As Ellis discovers, interactional
modifications are more likely to contribute to 1.2 acquisition in tasks if the tasks (i) have
a required information exchange; (ii) have a required information gap; (iii) have a closed
outcome; (iv) have human/ethical familiar topics to the interactants; (v) have narrative
and collaborative discourse domain; (vi) context-free detailed information regarding
cognitive complexity (Ellis, 2003, Table 3.1, p. 96). These six task dimensions can guide
the design and implementation of tasks. In the interpretations by Ellis in 2000, he notes
that unfamiliar topics for learners have a more positive effect on the quantity of meaning
negotiation. However, from the task dimensions he provided in 2003, familiar topics are
put into the column representing positive effects. Ellis did not explain what changed his
views on unfamiliar topics. What he thought actually had less positive effect on the

quantity of meaning negotiation. According to Ellis, the level of familiarity with topics
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clearly influences L2 learners’ comprehension and it also affects the negotiation work.
Ellis notes that topic relevance is one of the major incentives for interaction in a task. For
example, if the topic is unfamiliar to interactants, L2 learners become more active in the
communication. If it is a more universal topic, native speakers become more dominant in
the conversation. According to Ellis, a problem that researchers have to face in the topic
dimension is “identifying general categories for classifying topics that can be
theoretically linked to task performance” (Ellis, 2003, p. 91). He acknowledges that
learner variables are correlated with topic variables. There are individual differences
regarding topic familiarity, which makes it difficult to identify which kind of topics are
familiar to learners.

Another possible factor linked to topic variables is task planning. Ellis also
contributes to the study of task planning. In 2005 Yuan and Ellis conducted research
concerning the effects of task planning on oral and written task performance. Although
relevant research has shown that task planning does have positive effects on the
quantities and qualities of task production (Ellis, 1987, Yuan and Ellis, 2003), those
effects are related to linguistic forms. However, the question of whether task planning has
an effect on task topics seems to have been ignored by second language researchers.

Topic, contextual support, and the number of elements in a task are sub-
categorized in input variable by Ellis. Apart from the variable of task design, Ellis elicits
conditions as well as outcomes to interpret the effects of task design. I am highlighting a
number of elements in input variables, which is relevant to my first task analysis. Brown
et al. (1984) have proposed that the “number of elements and relationships between these

elements influences the difficulty of the task” (Ellis, 2003, p. 120), for example, the
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number of narrators, the number of time and locations within a story. If there are more
narrators, times or locations, the task is more difficult for learners; conversely, when the
task is less difficult, learners can produce more fluent language. There has not been much
research on the effects of different task conditions on production. Ellis classifies
condition variables by evaluating two factors: share vs. split information and task
demands. According to Newton and Kennedy’s research (1996), if learners share task
information and have to be involved in decision-making, they will be pushed to produce
more language. On the other hand, split information tasks help learners produce more
meaning negotiation. The task outcome variable is under the influence of three factors:
closed or open tasks, the inherent structure of outcome, and discourse mode (Ellis, 2003,
pp. 122-124). In discourse mode, narrative tasks push learners to produce more complex
output. Ellis provides a table showing how task design characteristics affect learner
production (see Ellis, 2003, p. 126). It shows that each of the factors affecting the design
variable has a different impact on the fluency, accuracy and complexity of leamers’
production.

Task-based language teaching has been primarily concerned with production tasks,
particularly speaking tasks. However, tasks involve four language skills which have been
mentioned in the definition of tasks. Therefore, Ellis focuses on listening tasks
throughout Chapter 2. The most interesting point in this chapter is the effect of input
modifications. This is the only chapter in which Ellis interprets input modifications. His
research in this aspect focuses on the investigation of learners’ ability to process specific
linguistic features. Compared to unfocused tasks, focused tasks can be better devised by

adding specific input to the targeted language forms. They can be designed in a certain
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way so that learners could succeed in processing the tasks with targeted forms and
achieve the product outcome. Ellis acknowledges that the “input can be modified to
enable learners to process the feature” (Ellis, 2003, p. 37). Listening tasks provide a way
of examining the effects of various kinds of input modification. Ellis provides some
examples to present how and why listening tasks can be an effective starting point for a
task-based course designed for low-proficiency learners. Beginner learners can engage in
meaningful activity in a “non-threatening” way. Teachers can also use listening tasks to
provide learners with enriched input of specific linguistic forms. According to Krashen’s
Input Hypothesis (1985), learners need to obtain comprehensible input. Ellis makes a
brief summary of early hypotheses concerning comprehensible input and modifications to
interactional structure of conversations taking place in the process of negotiation.

Ellis explains the role listening comprehension plays in task-based language
teaching. In designing listening tasks it is important for the instructor to recognize the
relationship between comprehensible input and the acquisition of an L2. If teachers in the
pre-task phase can provide comprehensible listening input that corresponds with the
learners’ language proficiency level, more likely than not they will also offer
comprehensible reading input, especially in focused tasks. Ellis has discussed the
pragmatic utility of listening tasks, but he has not extended the use of comprehensible
input. If teachers can offer students of different levels different input materials and use
the TBLT approach in order to help all of them gain comprehensible input, students are
more likely to achieve success at their individual levels in Chinese learning. Traditional
grammar translations and audiolingual methods fail to address individual learner

differences. There are several reasons as to why this is the case. Firstly, translation
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teaching method is merely based on linguistic forms and grammar. Even if some
communicative questions are provided by instructors, the essence of the audiolingual
method focuses on language forms. Linguistic form is the primary concern in traditional
teaching methods. However, TBLT prioritizes the role of language as a communication
tool. In order to succeed in meaningful communicative tasks, learners should conduct
task assignments. Teachers should take into account the fact that learners are at different
levels of proficiency and accordingly modify task materials by adjusting design variables
in the phase of task planning. This is done in order to provide individual learners with
comprehensible input and help them achieve the planned learning goals.

Another issue elicited by Ellis is the role of tasks in SLA. Ellis considers ways in
which tasks can be employed to use specific linguistic features, and he focuses on forms
in the implementation of a task. Ellis distinguishes between focused tasks and unfocused
tasks in Chapter 1.

Unfocused tasks may predispose learners to choose from a range of

forms but they are not designed with the use of a specific form in

mind. In contrast, focused tasks aim to induce learners to process,

receptively or productively, some particular linguistic feature, for

example, grammar structure. (Ellis, 2003, p. 16)
Before he discusses the issue of focused tasks, Ellis distinguishes between a focused task
and a situational grammar exercise. That is, an exercise that is designed to provide
contextualized practice of specific linguistic forms. In a focused task, learners are not
introduced to specific language forms at the pre-task phase. This method is similar to an
unfocused task in the sense that learners pay primary attention to content. In the grammar

exercises, learner awareness of content is incidental. In contrast with a focused task,

learners doing a grammar exercise are told what the linguistic focus is. Learners may
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attempt to attend to it; therefore, attention to form is intentional. Ellis’ study is concerned
mainly with focused tasks that involve production. He points out that it is possible to
have focused tasks, namely, tasks designed to induce attention to specific forms in oral or
written input. Focused communicative tasks involving both reception and production are
of considerable value. Researchers can test and provide evidence of what learners do
when they are intentionally concentrated on using a form correctly and, as such, if they
are focused on tasks that elicit implicit or explicit knowledge. Also, teachers can evaluate
if learners are mastering specific language forms under communicative conditions.

Ellis first applies psycholinguistic rationale to analyze focused tasks, and then he
introduces how to design and implement focused tasks. In the theoretical section, he
examines two cognitive accounts of learning: skill-learning and implicit learning.
Regarding theories of skill-learning, language learning is a process “by which controlled
or declarative procedures are transformed into automatic procedures through practice”
(Ellis, 2003, p.151). The second cognitive account indicates that learning is considered as
an implicit process. Learners cannot be affected directly by means of instruction, but can
be facilitated by explicit knowledge (Ellis, 2003). These two accounts provide evidence
of what benefits learners will obtain through focused tasks and why focused tasks are
significant in task-based language teaching. Ellis provides three ways of designing
focused tasks: structure-based production tasks, comprehension tasks, and consciousness-
raising tasks. He uses earlier research to explain the steps of focused task design. He
explains how to provide linguistic forms using the first method, how to provide
comprehensible input in the second method, and in the third how to assist in causing

learners’ to become aware of linguistic forms. The three aspects of focused tasks design
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can guide teachers in task designing. However, Ellis’ interpretations are based on a strong
theoretical background, and it may be hard for teachers who are not researchers to follow
his explanations. Though Ellis has attended to certain techniques of implementing
focused tasks from the aspects of implicit and explicit methodologies, his research is
comparatively more theoretical. As a result, there is a gap between his work and realistic
teaching.

To summarize, Ellis provides his audience with the latest research regarding task-
based language teaching and learning. He not only explicitly interprets the theoretical
backgrounds of TBLT in the context of second language acquisition but also discusses
very practical concerns; such as, task implementation in the classroom, task assessment
and the design of task course. Ellis illustrates the TBLT approach from two major
theoretical perspectives: psycholinguistics and social-culture. However, it is easy to see
that Ellis induces more attention to interpreting task-based teaching from the perspective
of psycholinguistics than that of social-culture. This is regarded as one of the limitations
of Ellis’ work. Secondly, Ellis does not drive his attention toward reading tasks. His
research is mainly concerned with listening tasks. According to the definition of task,
four language skills are involved. Ellis” research is incomplete in that it does not consider
the effect of reading input on L2 acquisition. However, Ellis points out some positive
effects of task planning on written and oral tasks in his other research.

Thirdly, in Ellis’ research, task complexity is one of the key issues that I have
critiqued. By using the theory of individual differences in SLA, I noted that the learner
variable in task complexity is very important for the evaluation of other variables, such as

the topic. Therefore, for categorizing topics, researchers have to consider the effects of

29



VR 5 5 it 4 B 50

learner variables on interaction in tasks. Learners have different backgrounds and
interests. What Chinese learners in America are interested in definitely differs from
learners in Japan or Korea. If language teachers and researchers in the U.S. can design a
general catalog of task topics, as well as a specific catalog for American students,
language instructors would be better equipped with topic resources for task design.
Topics are very crucial for intermediate learners’ speaking output in task performing. In
Lange’s research mentioned by Ellis, ‘learners were more motivated to talk about which
prisoner should be granted parole than which candidate should get a heart transplant
operation” (Ellis, 2003, p. 92). In this example, it is hard to tell which topic is more
familiar to learners. If both the prisoner’s parole and the heart transplant operation topic
are unfamiliar to learners, why are L2 learners more motivated in the former task than the
latter one? I have also observed that if teachers use focused linguistic forms in their
teaching to design a task with a scenario which is unusual in everyday life, it may be seen
as an unfamiliar topic for learners. However, cognitive unfamiliarity is likely
compensated for by focused linguistic forms and learners still conduct meaning
negotiation in tasks. I will provide evidence in Chapters 3 and 4, where [ examine the
three tasks designed for college intermediate Chinese language learners. The Task 1
which will be introduced in next chapter is a detective story. The topic of this task is not
familiar to students based on Ellis’ explanation, but the learners were all highly motivated
and engaged in the achievement of the task. This phenomenon is just similar with Long’s
discovery in her research in 2000 (see Ellis, 2003, p. 92).

Finally, since both language forms and interactive strategies can be prepared

before task performing, learners could discover more about unfamiliar task topics in the
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phase of planning. If task planning can familiarize the learner with a given topic, it could
be considered as another variable interacting with the topic. Although Ellis concludes that
there has not yet been a solid conclusion regarding the effects of task topics on learners’
participation and interaction, he did not explain why in 2000 he considered non-familiar
topics as having more positive effects but in 2003 this same variable became an element
with less positive effects in his view. Additionally, I have observed that Ellis considers
the learner variable as the only sub-variable correlating with the topic. However, based
on my review of his study on task planning, I think task planning should be regarded as
another sub-variable related to topics. Obviously, Ellis does not provide very clear
interpretation with regard to the relations among topic and leamner variables, and

language forms and interaction in a task.

David Nunan

David Nunan is also a well-known scholar in task-based language teaching and
learning. He has published a number of works on second language acquisition and such
TBLT research as task designing. In his updated edition of Task-based Language
Teaching (2004), Nunan presents a practical introduction to TBLT based on theoretical
and empirical support. In this new work, he also absorbs some other scholar’s research,
such as the work by Rod Ellis (2003), and updates the principles and ideas related to task
design. These principles include, (i) what roles teacher and learner play in TBLT, (ii)
why and when one focuses on forms in setting TBLT instructional cycle, and (iii) what
task difficulty has been noted by SLA researchers. Compared with Rod Ellis’ work,

Nunan’s is more practical. In this book he tries to make explicit interpretation of designed
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task for the communicative classroom. He uses a theoretical perspective to explain what
task-based language teaching is in chapter 1. His focus is more on task design, task
implementation, and task grading. I will review Nunan'’s research on task design
regarding the three issues listed above.

First, Nunan suggests that the teacher and learner roles should be regarded as a
task component. When Ellis provides his framework for designing tasks, he focuses on
five features: goal, input, conditions, procedures and predicted outcome/product. Ellis
describes tasks in task-based teaching and learming without paying attention to the roles
of teachers and learners. Since the communicative language teaching theory of TBLT
underlies the carrying out of social and interpersonal interactions in tasks, teachers in task
designing should consider what kind of roles they expect learners to play in a task. At the
same time, the teacher’s roles in carrying out tasks should not be ignored. The teacher’s
guidance and assistance is very important for learners to achieve the predicted task
outcome. In the conventional view, the teachers play a prominent role in the classroom.
They are regarded as the authority in the classroom, and learners are passive recipients
most of the time. However, the principal role of the teacher in the communicative
language teaching approach is to observe and support leamer interaction in tasks. Nunan
points out that the relationship been teacher and leamer is comparable to the two sides of
a coin. If the learner has a more proactive role, the teacher will assume the less dominant
role. He cites Breen and Candlin (1980), which describes three major roles the teacher
plays in the communicative classroom: facilitator, participant, and observer and learner
(Nunan, 2004, p. 67). As a facilitator, the teacher should assist the communicative

process in order to prevent unpredictable or uncomfortable situations from arising, which
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might disrupt the progress of a task. It is easier for the teacher to interact with learners in
tasks as a participant as well as an observer and learner, but the teacher needs to balance
the roles that they take on and those demanded by the learner.

Nunan also provides primary recordings and transcriptions of groups of teachers
reflecting on what roles they have been playing in a communicative classroom. All the
teachers acknowledge that teachers should not play a dominating role in the classroom. In
order to facilitate student learning, teachers ought to develop skills in dealing with
unexpected situations, and they need to know in what instances they should interfere with
learner interactions. Through careful planning, teachers make sure they can handle any
changes in a positive way.

Besides learner and teacher roles, Nunan evaluates the factor of settings along
with goals, input, and procedure. “Settings refer to the classroom arrangements specified
or implied in the task” (Nunan, 2004, p. 69). Settings require teachers to practically
consider, among other variables, the class size, how to group students, how to assign task
materials, and whether the task is to be completely or partly used outside the classroom.
Nunan believes that it is necessary to distinguish “mode” and “environment.” The
learning mode is related to the individual or group task operation. If the learner is
performing a task as part of a group, his task performance may influence other members’
outcomes. Therefore, learners should take responsibility for the completion of the task,
which is normally a collaborative process. The environment refers to where the learning
process takes place. Generally speaking, most learning occurs in a classroom, language
lab, or media center, which can all be seen as conventional classrooms. However, with

the development of technology, “satellite, internet, cable television and internet and
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increasingly mobile workforces™ (Nunan, 2004, p. 72) have all become possible learning
locations.

All these technology tools facilitate development in second language learning
settings. Nunan cites three specific benefits of using tasks with technology tools;
including, providing learners more interactions in real life, adopting communicative roles,
and changing the role relations in-class between teacher and learners (Nunan, 2004,

p. 73). Nunan points out that as a new aspect, technology enlarges the scope and extends
the meaning of the teaching setting. The teacher is not the only one from whom students
can learn second language. Thanks to the application of technology in second language
education, it has become possible for learners to interact with native speakers and peers
both inside and outside the classroom. Moreover, technology provides learners with
infinitive possibilities in the communicative use of a second language in the real-world.

Secondly, Nunan introduces focus-on-form tasks in TBLT. This is the grammar
instruction in task-based language teaching, which has also been interpreted by Ellis
(2003). Compared with Ellis’ interpretation on focused and unfocused tasks, Nunan is
more practical and easily comprehensible. It is a disputative issue in TBLT whether the
tasks should be focused or unfocused. Nunan’s definition of a focused task is “one in
which a particular structure is required in order for a task to be completed” (Nunan, 2004,
p. 94), while an unfocused task does not require predigesting grammatical resources.
Learners are able to use any linguistic forms to complete the task (Nunan, 2004, p.95).

Nunan reviews the discussion on whether a task should predetermine particular
grammatical forms. He shows two groups of scholars’ opposite views on this issue,

presenting their task samples without any of his own comments (Loschky and Bley-
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Vroman, 1993, Willis and Willis, 2001, as cited in Nunan, 2004, pp. 95-97). Nunan
particularly explains “Consciousness-raising tasks (CR)” which has been claimed by Ellis
as a variant of focused tasks. He not only cites Ellis’s statement about the differences
between consciousness-raising tasks and other focused tasks in terms of structure-based
and general nature (e.g. stories, pictures of objects), but also presents Fotos and Ellis’
examples of a CR task to clarify the steps of designing CR tasks. Nunan also mentions
another three issues regarding focused tasks: procedural language, where and when a
focus should come in task cycle, and how a focus on form should be integrated into task
work in the communicative classroom. Nunan believes that beside linguistic forms
inherent in a task, procedural language is also necessary for the completion of a task.
Nunan calls procedural language “byproducts” of the task and can be included in
management language; such as, agreeing/disagreeing and negotiating meaning.
Moreover, Nunan explains the reasons why he places a focus on form at step 4 in
the sequence of developing his proposed tasks. The sequence of developing units of work
designed by Nunan includes schema building, controlled practice, authentic listening practice,
focusing on linguistic elements, providing freer practice, and introducing the pedagogical task
(Nunan, 2004, pp. 31-33). He points out that the sequence starts with communicative ends
but not linguistic means. From a communicative perspective, learners at the beginning
steps are supposed to familiarize themselves with the use of the target language, and then
they are expected to establish connections between linguistic forms and communicative
functions. In the remaining part of this section, Nunan uses an example to explain the
procedure of integrating a focus on form into a communicative classroom. He divides the
procedure into three parts: before the lesson, during the lesson, and after the lesson.
Through exploring the role of a focus on form in TBLT, Nunan concludes that focused
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tasks do have a place in the task-based instructional cycle. However, Nunan brings up
certain questions, such as CR tasks, but he does not illustrate his purpose in presenting
them.

Finally, Nunan examines task difficulty from the psycholinguistic perspective, as
Ellis has done, but he only looks at two hypotheses: input hypothesis and output
hypothesis. There is nothing new about his review of early theoretic studies. Nunan
clarifies various elements of task difficulty that have been touched upon in different
chapters in Ellis” work. In Nunan’s view, determining task difficulty has become more
problematic than determining functional difficulty. He cites Brindley’s (1987) opinion
that this question is complicated because there are at least three sets of factors involved:
learner, task, and input factors.

Subsequent influential research regarding task difficulty/complexity is contributed
by Skehan (1998) and Robinson (2001). Skehan developed a schema drawn on earlier
work by Candlin (1987). Skehan’s model provides three distinctions: code complexity
related to language, cognitive complexity related to thinking, and communicative stress
related to performance conditions of tasks. In this model, cognitive complexity is the
most difficult to examine, but to some extent this model provides useful criteria that
influence later research. Later on, Martyn (2001) makes two major contributions on the
research of task difficulty. One is that different types of tasks have different cognitive
features. The other is that Martyn draws on “density of negotiation” instead of
negotiation of meaning.

Based on this previous research on task complexity and difficulty, Nunan (2004)

suggests that the density of negotiation is an important element in future research on
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relationships between task types, cognitive complexity and second language acquisition.
Nunan explains the elements related on task complexity and difficulty from the
perspective of cognition. His main contribution is drawing on pervious scholars’ research
to examine the effects of cognitive variable on task difficulty. In Nunan’s (2004)
viewpoint, particularly, the “density of negotiation” is an important element in the study
of task difficulty and in any other aspects of TBLT. However, Nunan does not explicitly
interpret the meaning of “density of negotiation,” the reasons for bringing this new term
into future task-based research, and the differences between “negotiation of meaning”
and “density of negotiation.” This makes it impossible for his audience to apply this term
easily (Nunan, 2004, pp. 89-90).

In this section, I have reviewed Nunan’s use of a comparatively easier method to
interpret complicated theories. He also provides a number of task examples in this book
for readers to understand the main ideas and ways of using tasks in their classrooms.
Nunan’s research bears a closer relation to practical teaching. He tends to examine task-
based teaching and learning from the perspectives of teachers instead of the scholars. I
am not saying that there is a lack of theoretical basis in Nunan’s research; actually, 1
believe his use of specific examples to interpret theories is more effective for readers to
learn about task-based language teaching, both theoretically and practically. His
numerous examples of tasks provide novice teachers with valuable ideas about task

design and implementation.

Dave Willis and Jane Willis

Like David Nunan, Dave Willis and Jane Willis provide many task examples for
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readers to learn about the task-based teaching theory. In their work Doing Task-based
Teaching (2008), Dave Willis and Jane Wills refine tasks for language teachers who are
trying to understand the applications of task-based teaching practice. They provide a
thorough discussion of various aspects of TBT in practical teaching with a number of
examples; such as, task-based sequences in classroom, designing different types of tasks,
language focus and form focus, the potential connections between tasks and real-world,
and integration of tasks into course syllabus. Willis and Willis (2008)’s work lends
confidence to beginning teachers and encourages them to use tasks in their classes.

This section will cover two issues by reviewing Willis and Willis’s work. I will
first discuss language focus and form focus and then analyze the design process of
various types of tasks. The former question is related to unfocused and focused tasks,
which has been interpreted by both Ellis and Nunan from theoretical and practical
perspectives. In Willis and Willis’s work, they distinguish language focus and form focus
and then interpret the terminology “focus on form™ and how it is used in task-based
teaching. As the latter has not been covered systematically in the sections of Ellis and
Nunan in this chapter, different types of tasks and their design will be presented and
explained in this section.

Willis and Willis introduce two approaches to language teaching before
distinguishing the differences between language focus and form focus: the form-based
approach and the meaning-based approach. The biggest difference between the two is the
timing of involving specific forms and grammatical structures in a teaching sequence. A
well-known method of the form-focused approach is PPP (Presentation—> Practice>

Production). In carrying out the PPP sequence, teachers highlight one or two new
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specific forms in the beginning, which means that the focus on form takes place before
learners engage in communicative activity. Unlike the form-based approach, the
meaning-based approach encourages leamers to use the language as much as possible
even though the language they produce may not be accurate enough. Learners think about
language in general and search the target language which they have learned to express
themselves in the target language. This is the so-called focus on language.

If teachers are involved in assisting students in reshaping or making their
message clearer, it is regarded as a focus on language since the purpose is to help learners
communicate. However, if teachers help learners focus on specific linguistic forms that
occur in the context of the task, provide them with relevant examples and explanations,
and encourage practice after the communicative task, this is called a focus on form.
Willis and Willis make a distinction between a focus on language and a focus on form.
They conclude that “a meaning-based approach involves a focus on meaning and a focus
on language involves a focus on form” (Willis and Willis, 2008, p. 5). This has become
the basic principle for the integration of linguistic forms into communicative tasks.

A focus on language, in which leamers pause in the course of a

meaning-focused activity to think for themselves how best to express

what they want to say, or a teacher takes part in the interaction and act

as a facilitator by rephrasing or clarifying learner language.

A focus on form in which one or more lexical or grammatical forms are

isolated and specified for study, or in which the teacher comments on

student language by drawing attention to problems. (Willis and Willis,

2008, p. 5)

Willis and Willis believe that there are various opportunities for learners to focus on
language at different phases in a task cycle. It is proverbial that a task cycle normally is

constituted by three phases: pre-task, core-task and post-task. Different scholars may

choose different words to represent this three phases, such as priming stage called by
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Willis and Willis. Generally speaking, a focus on language occurs when learners stop
processing language in search of the right word to best express themselves. At that
moment, they may use a dictionary. This phenomenon can take place at any phase of the
task cycle, but Willis and Willis think it is better to point out that it occurs at the priming
stage in the task cycle. They present examples to explain how to focus on language at the
priming stage. They suggest that teachers provide learners a brief introduction to the topic
with available vocabulary and worksheet for their homework before the next stage of the
task. Teachers can reinforce the introduction through certain teaching activities, such as
writing down some core vocabulary on the blackboard. Teachers should use this
technique to help learners prepare for the implementation of the task at the next stage.

The key items in the task need to be prepared, and the procedural language
mentioned by Nunan is also necessary for the preparation of core-task at the priming
stage or pre-task phase. Additionally, it is also possible to create other opportunities for
language-focused work. At a later stage, such as the planning stage, learners are given
planning time to prepare for the presentation of their work, which is then more likely to
be language focused. D. Willis and J. Willis (1987) and J. Willis (1996) outline a task
cycle, called task-> planning=> report (Willis and Willis, 2008, p. 116). The likelihood of
a focus on language taking place will be increased if the teacher asks learners to present
their ideas through writing.

Willis and Willis also discuss what they consider to be the most distinctive
difference between a focus on language and a focus on form. In their opinion, the major
distinction between these two types of activities is whether or not the teacher explicitly

identifies the grammar that students will practice. In a form focused task, teachers
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normally drive learner attention to the linguistic forms at the end of the task cycle. Willis
and Willis suggest three ways for teachers to help learners identify the specific forms,
starting a task from (i) meaning, such as asking learners to read out the questions in a
questionnaire; (ii) a given word, such as picking up phrases from a question with the
word ‘you’; and (iii) part of a word, such as highlighting the words ending in ‘-ly’. These
ways help learners to focus on forms. The two scholars also point out that teachers need
to correct learners as part of a form-focus activity, The three reasons for correction
include preventing fossilization, motivating learners, and providing negative feedback.
The issue of correction in a task is a disputative one in task-based teaching. When some
teachers switch their role in the classroom from authority to facilitator, they are confused
as to what their responsibilities are in the learning—teaching process. Some teachers only
focus on drawing learners’ attention to communication in a task and completely ignore
the linguistic errors made by learners. Willis and Wills encourage teachers to think about
how and when to correct, but they did not illustrate when teachers ought to correct learner
errors given that the timing of correction is a complicated question.

Willis and Willis classify tasks from a text-based and topic-based perspective.
They not only list all possible types of tasks, but also provide outlines and samples for
teachers to design these various kinds of tasks, as summarized in Table 1. Willis and
Willis classify the task types under the topic catalog according to cognitive processes

theory. In this regard, neither Ellis nor Nunan can be compared.
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Table 1. The Types of Tasks based on Willis and Willis’s classification

Text-based Topic/theme
Discussion tasks | Listing Brainstorming
Prediction tasks Fact-finding
Jigsaw tasks Games based on listing: quizzes,
Memory challenges, and guessing
games
General Ordering and sorting | Sequencing
knowledge tasks
Rank ordering
Classifying
Games based on classified sets
Matching Words and phrases to pictures
directions to street map
Comparing and | Finding similarities or differences
contrasting
Problem-solving Puzzles, logic problems prediction
Projects and creative | Class newspaper, poster, survey, etc
tasks
Sharing personal | Storytelling, anecdotes,
experience reminiscences

Willis and Willis’s taxonomies of tasks differ from earlier taxonomies, such as Nunan, in
that problem-solving is not a task type (Willis and Willis, 2008, p. 63). They point out that
tasks are generated through cognitive processes, so one type of task often interacts with
other types, such as ‘opinion exchanges and information gaps would naturally occur when
listing and discussing’ (Willis and Willis, 2008, p. 64). Willis and Willis have also
identified an interesting fact: English language learners have their own distinct interesting
topics (see figure 4.1, Willis and Willis, 2008, pp. 64-65). Although Willis and Willis’s
classification of tasks is not unimpeachable, it is better and clearer for language teachers to
follow their classification in order to design appropriate tasks in their lessons.

To summarize, D. Willis and J. Willis offer language teachers, particularly
beginning teachers, an explicated explanation on and an introduction to the task-based

teaching approach. This introduction includes task types and task design, basic issues in
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task-based teaching and current challenges of TBT, and even methods to integrate tasks
into a course syllabus. The two scholars have made contributions to the taxonomies of tasks,
which by clarifying types is very helpful for teachers in task design.

Like Nunan, D. Willis and J. Willis also are more concerned with practical
teaching issues of TBLT. They provide a number of sample tasks in order for teachers to
design their own tasks. In Ellis” work, the theoretical basis and backgrounds regarding task-
based language teaching are clarified. There are two kinds of theories that have influenced
the development of TBLT: psycholinguistics and the social-cultural theory. Ellis interprets
TBLT more often from the psycholinguistic perspective than the social-cultural perspective.
Nunan and Willis’ research also do not use the social-cultural theory explicitly. It is clear
that researchers need to consider the interpretation of TBLT from a social-cultural
perspective.

In the last part of this chapter, I will review an experimental piece of research in
the context of CFL by Hong-gang Jin, a scholar of teaching Chinese as a foreign language.
The works of the former four scholars I have reviewed in this chapter all focus on TBLT
research in the context of English as a second language (ESL). Since this thesis is
concerned with TBLT design and implementation in the context of CFL, it is necessary to
review the relevant research done by scholar(s) who focus on teaching Chinese as a foreign
language. Jin is a well-known scholar who concentrates on the application of TBLT

research in the field of CFL.

Hong Gang Jin

Based on the research in task-based language regarding how to differ task
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complexity influences leamner participation, interaction, and language productions, Jin
(2010) designed an experiment to examine how task complexity influences interaction and
production in a task. Jin shows that there have been a number of experiments (Doughly &
Long, 2001; Robinson, 2001; Skehan & Foster, 1998; Nunan, 2004; N. Ellis, 1993; R. Ellis,
2003) about the relations between task complexity and language production, but those
experiments are concerned with effects of task complexity on learners’ language
production. Jin also points out that most of the studies that have been done by western
researchers are designed based on the characteristics of English, so measures regarding
linguistic forms used to examine learners’ language productions are not often appropriate
for Chinese language. Moreover, there has been a lack of study on what and how much
linguistic complexity and cognitive complexity can lead to information gaps on the
negotiation of meaning.

Based on western scholars’ previous empirical research (Long, 1983a, 1983b; Gass
& Varonis, 1985; 1985b; Ellis, 203, cited by Jin, 2010), Jin proposes to analyze the effects
of information gap on meaning negotiation from the perspectives of communicative gap
under the context of non-western language in her research. She focuses on the three types
of meaning negotiation that have been studied in SLA: (i) clarification requires, (ii)
confirmation check, and (iii) comprehension check. By analyzing the effects of the three
types of meaning negotiations on noticing, comprehensible input and pushed output, Jin
attempts to examine three research questions:

(i) Whether code complexity (linguistic complexity) can affect task
complexity, such as causing more meaning negotiations due to the
communicative pauses of adding amount of unfamiliar linguistic forms
(i) Whether the meaning negotiations caused by cognitive and code

complexity can lead to learners’ noticing different core structures,
taking in these structures as comprehensible input, and then producing



pushed output
(iii)) Whether the comprehensible input and pushed output caused by
cognitive and code complexity can lead to incidental vocabulary learning
and language acquisition.

There are twenty participants in Jin’s experiment who are all college students from the
same school, and their native language is English. The subjects are divided into two groups.
The first is a control group (Group A) including 10 subjects, and the other is experimental
group (Group B) including 10 subjects. Each five students are separated in sub-group A or B.
When she groups students, she intends to group each two students based on their oral
language proficiencies and their oral test performance six weeks before the experiment.

Table 2 shows how she grouped students below. (see Table 3, Jin, 2010, p. 10)

Table 2. The groups of the experiment (translated from Jin, 2010, p. 10)

The groups of the experiment
Experimental | Control How to group subjects
group group 1 2 3 4 5
Group A | N=5 N=5 Weak | Strong | Relative | Relative | Strong
strong weak
Group B | N=5 N=5 Weak | Weak | Relative | Relative | Strong
weak strong

Jin’s experiment includes four stages in the cycle of task design: the stage of pre-task,
core task, post-task, and post-test. There are two ways to control the task complexity in Jin’s
experiment. The first is controlling the cognitive complexity of the task. The task information,
a story, is split into two parts for the two subjects. Each subject is given two assignments, one
is listening, and the other is reading. As long as they share their information with each other,
the two subjects can obtain the whole story. Apart from controlling task assignments, the
researcher also controls the way of communication. This is two-way communicative task,

compared with the more complex one-way task. The second way of controlling task
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complexity is distinguishing the code complexity between the control group and the
experimental group. Jin gives her subjects 14 unfamiliar forms, including 12 vocabulary and
2 structures, based on three experienced teachers’ evaluation.

The input material is an 800-word narrative story. The story is split into two parts.
Group A and B each have one half of the story. They need to get input by means of both
listening and reading. This stage is finished one day before the core task. In the core task, two
subjects are required to exchange their information and put the whole story together. The
whole 30-minutes process is recorded. Jin emphasizes that teachers have briefed subjects
before the task implementation in order for them to understand the purpose of exchanging
information and to be encouraged to negotiate the meaning with their partners. The post-task
is writing. Subjects are required to summarize their partner’s part of the story based on their
exchanged information. The last stage is only for the experimental group, in which the
subjects are arranged to finish the post-test with those unfamiliar forms without any
preparation.

By the analysis of the subjects’ recordings and writings collected during the task
based on the three types of meaning negotiation, namely, noticing, comprehensible input, and
pushed output, Jin found the following results with respect to her three research questions.
Firstly, using quantity and quality analysis Jin found that more unfamiliar forms resulted in
more meaning negotiation in a task. The experimental results of this study also provide
evidence for the four questions in SLA and TBLT: (i) Unfamiliar topics or backgrounds can
cause communicative difficulties and then lead to meaning negotiation; (ii) Similarly with
cognitive complexity, code complexity, i.e. the complexity of linguistic forms, can affect task

complexity; (iil) 2%-5% of unfamiliar forms not only do not influence the subject’s reading
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comprehension, but lead to more meaning negotiation; (iv)The meaning negotiation to some
extent can result in a series of chain reactions, which means learners can negotiate the
meanings consciously, not only using unfamiliar forms, but also other structures.

Secondly, Jin’s experiment verifies that meaning negotiation enhances second
language acquisition. The unfamiliar forms cause learners to notice, and then to absorb and
transit those new forms into comprehensible input. After taking in the new forms, they are
likely to produce pushed output. However, learners are not able to output all unfamiliar forms.
The three types of meaning negotiation, i.e. (i) noticing; (ii) comprehensible input; (iii)
pushed output, are shown in a pyramid of hierarchical relationship from bottom to top.
Finally, Jin points out that incidental vocabulary learning can occur in task implementation as
long as teachers attend to the following steps of task design: (i) Inserting a few number of
unfamiliar linguistic forms. Teachers ought to strictly control the amount of unfamiliar forms,
otherwise, they will become the learning burden; (ii) Encouraging learners to negotiate
meaning during the cycle of a task, in the sequence of pre-task, core task, and post-task.
Teachers can insert unfamiliar forms in all three stages of a task. Learners can learn about
unfamiliar forms at the stage of pre-task, and then they need to exchange their unfamiliar
forms with peers by asking questions. Finally unfamiliar forms can be represented in
learners’ writings at the stage of post-task.

Jin’s research combines both the theory of cognitive psychology and that of second
language acquisition to examine how code complexity affects task complexity in the context
of CFL, and then leads to more effective negotiation of meaning and incidental vocabulary
learning on the part of the learner. It is a significant study on task complexity in the field of

CFL. However, Jin did not consider individual leamer differences when she analyzed the
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data. Individual learner differences influence their performance in second language learning,
especially when learning strategies have an impact on the way learners use task strategies
during the negotiation of meaning. Although she attended to learner differences when she
grouped subjects, her research has not discussed whether different learner uses different way
to negotiate meaning. In addition, the task designed by Jin only involves interactions between
two subjects, but if a task involves more than two participants, will there be a different result?
By reviewing all of the scholars’ research in this chapter, I conclude that these
researchers have all focused on examining learning outcomes by analyzing task design and
task complexity. There is however a lack of research that examines task complexity based on
learners’ individual difference. Ellis mentions that task difficulty and complexity is
influenced by different variables, particularly cognitive, topic and learner variables. However,
he does not mention how these variables affect task difficulty and complexity, and whether
the effects of the three variables cause different task predicted outcomes to different
individual learners. The five scholars in this chapter all draw their attention to the use of
linguistic forms in tasks. According to Jin’s research, linguistic forms also can change the
complexity of tasks. However, she does not further point out how different linguistic forms
affect individual leamners’ performance in tasks. Based on the shortcomings of the research
reviewed in this chapter, in the following Chapters 3 and 4, I will illustrate and analyze three
tagks that I designed and implemented at Hamilton College between 2006 and 2009. I will
thus interpret how to compensate for learner’s individual differences and meet individual

learning demands or weaknesses through use of the TBLT approach.
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Chapter 3
Three Tasks
Introduction to the three tasks

In Chapter 2, through a review of the current literature, I have drawn attention to
how the cognitive variable, topic variable and learner variable in task design affect task
difficulty and complexity. Based on the theory of individual difference, the learner
variable is likely to blend with other elements such as the learner’s cognitive, learning and
social strategies, and learning style. Those elements will lead to more difficulty in
examining the effectiveness and complexity of tasks. However, because of this
relationship between the learner variable and the topic variable, and because of the
principal goals of SLA tasks, tasks may be an effective way of teaching Chinese in an
individualized manner when teachers are faced with varied levels of student proficiencies
in one class. This is an increasingly significant issue in CFL, but relevant research is
limited.

In this chapter, I will explain three tasks designed either on my own or with the
assistance of my former supervisor, Professor Hong-gang Jin, when I was teaching Chinese
at Hamilton College between 2006 and 2009. The three tasks were designed for students
with an intermediate-low or intermediate-mid level of language proficiency based on their
scores of the ACTFL Oral Proficiency Test (OPI). The first task was a detective story. The
second one utilized a blog related to the issue of a new Starbucks opening in the Forbidden
City. The last one was called “presidential election.” There are two reasons for choosing to
analyze these three tasks. One reason is that they are all relatively complex and

comprehensive tasks. Students are required to spend both in-class time and outside class
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time to carry on their pre-task, core task and post task either with their group or on their
own. Hence, the processes of the three tasks are complete, which makes it possible to
examine task difficulty and complexity from the perspectives of cognitive, topic and
learner variables. The other reason is that the three tasks include different types of tasks
that are rarely to be applied used by teachers of Chinese. The first task is an information
gap task, the second one combines the two types of tasks, i.e. information exchange and
comparing and contrasting, and the last one is a creative task linked with students’ general
daily knowledge. In addition, both Task 2 and Task 3 are designed and implemented with
technology tools. Therefore, the two reasons drive me to analyze and examine the three
tasks in this chapter and Chapter 4.

The three tasks were all designed as focused tasks for leamers with different
language proficiency levels, and in these tasks they were required to communicate using
the language forms identified by the teacher. According to my observations, not every
learner is able to succeed in acquiring the target language forms through in-class drills due
to their varied learning styles, different degrees of learning anxiety, or different learning
backgrounds. The typical in-class drill is based on audiolingual and grammar translation
teaching methods. In fast-paced class teaching, visual learners might not be able to follow
the instructor merely by listening and speaking. If learners easily get anxious while
speaking a foreign language, it might be more difficult and uncomfortable for them to
answer their teacher’s questions in front of the whole class. Facing these kinds of
difficulties regarding learner differences, 1 have to think about using another teaching
method that compensates for such learner weaknesses. Since the TBLT method highlights

meaningful communication, and focused tasks emphasize the functions of linguistic forms
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in a task, I have set out to design certain focused tasks for learners who are at different
levels of proficiency but have been grouped into the same class. I will interpret how the
teacher uses tasks to facilitate the learning process according to the differences between
students' language proficiencies in one class. In this chapter, I will explain in detail how to
design and implement the three focus tasks. By demonstrating these focused tasks, I will be
able to present learners’ feedback and my reactions on the focused tasks in the following
chapter.

At Hamilton College, all textbooks used for Chinese learners are published by

Princeton University. Students at the introductory level use Chinese Primer (‘P X A1)

(Ch’en, Link, Tai and Tang, 1994) for both the fall and the spring semesters.

Intermediate-level students use /ntermediate Reader of Modern Chinese (FRARIXE 4K
BEA) (Chou and Chao, 1992) and New China (F#* E)Chou, Chiang and Eagar,

1999). The language forms provided in the Princeton textbooks are relatively more
formal written Chinese than other popular Chinese textbooks in the United States such as

Integrated Chinese (‘P LW iHIEE) (Yao, ef al, 2008), and this is one of the most

distinctive features of the textbooks published by Princeton. For those Chinese language
learners who are not in the target-language environment, they rarely have an opportunity
to use this kind of formal written language. Moreover, [ attempted to use these tasks to
bring learners with different language proficiencies into situations involving real,
meaningful communication. Thus, I designed certain tasks with the purpose of helping
students learn to use the language forms they had learned in the textbooks in
communication with their classmates. As I have mentioned above, all of the three tasks [

will introduce in this chapter are focused tasks. In this chapter, I describe the three tasks
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with screen shots and relevant appendices attached after the last chapter from four
perspectives: (i) objectives; (ii) requirements; (iii) procedures; and (iv) goals, in order to
explain in detail the design and implementation of the three tasks. Through descriptions
of the three tasks in this chapter, I will analyze the strengths of the tasks from both the
learning and teaching perspectives in Chapter 4, and I will develop the strategies of task

design and implementation in Chapter 5.

Task 1: “Detective Story”

The detective story task was used three times between the fall semester in 2006
and the fall semester in 2008. I revised this task each time it was used. I discuss this task
in this thesis based on the last version, i.e. the version of 2008. The detective story task
was designed for students at the intermediate-low level. Twenty U.S. undergraduate
students participated in this task. All of these students had been learning Chinese as a
foreign language for approximately three college-level semesters.

(1) Objectives

My aim of designing this detective story was to train students so that they were
able to organize and review the language forms by the end of the third semester. They
were expected to use the given language forms when communicating with peers. This is a
comprehensive task. Multiple types of language forms are included in one task, such as
information gaps and problem-solving. Based on Willis and Willis’ taxonomy, this task
can also be classified as a text-based task.

I expect to achieve two goals by means of the detective story task. One is to help

my students review the language forms they have learned. Based on the ACTFL Chinese
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proficiency guidelines (ACTFL, 2008), this task focuses on students’ ability to narrate
and describe using accurate Chinese.
Speaking: the advanced level is characterized by the
speaker’s ability to (i) conserve a clearly participatory fashion;
(i) initiate, sustain and bring to closure a wide variety of
communicative tasks, including those that require an increased
ability to convey meaning with diverse language strategies due
to a complication or an unforeseen turn of events; (iii) satisfy
the requirements of school and work situation; and (iv) narrate

and describe with paragraph-length connected discourse.
(ACTFL, 2008, pp. 471-487)

The use of a story is indeed an appropriate way for L2 learners to improve their ability to
create narratives and descriptions. The other goal of this task is developing the students’
communicative competence through carrying out a meaningful task.
(i)  Requirements

Focusing on these two goals, I designed this task to require students to exchange
their information about the story, restructure the whole story, and in the end solve the
criminal case through working collaboratively. By discussing the plots and details in the
story with logical analysis, the students can use the second language structures they have
learned, as well as their cognitive, imaginative and communicative competence to
discover the identity of the criminal in this detective story. A relatively efficient method
for the teacher in this task is to provide written materials by including more focused
structures and vocabulary in the detective story. This is especially effective for learners at
the intermediate-low level. However, for students at the intermediate level, it is not
recommended to use a great deal of authentic language materials as the learners only
have limited language proficiency. Therefore, as a task designer, T am obliged to identify
the focused forms in the task materials, since one of the goals of this task is to facilitate

students to practice the language forms they have learned.
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Table 3. List of the focused forms in the first two scenes of the detective story

HE | xudhi Sprite e 3R | shou hudnying | popular
M | dangdi Local (¢ yInliéo beverage
B | fuwo service; serve | TLAY zhuényé de professional
wWH | jizhe reporter; (B)REF (béi)gidngjian | rape (to be raped)
journalist
T | yinhdng | bank B glké customer
£ |jingll manager R4 tigong supply; provide
FE | xiydo need ¥ mdng zhe to be busy with
23] xigll to fix; to repair | ZE-eoo- déng to wait (for)
=i kongtido | air conditioner | YR5E Juéding to determine; to
decide
B4 | Xidndei | Modernized B Jjorén unexpectedly
hua
WP | misho Secretary UilENa mingxinpién | post card
THEHL | jisuanji | Computer A zhdopidn photo; picture
R zh1hdo to have to; T ganjing clean; neat
to be forced to
2 k& to be thirsty # jié street; avenue
ABR-- | burdn otherwise RIL faxion To discover

This detective story (see Appendix II, p. 98) was centered on two main characters,

Zhang Dazhong and Li Xiaofen, both of whom are characters in Intermediate Reader of

Modern Chinese GRACIGE P 4R 1L A), but there is no connection between the two

characters in the textbook. I chose these two characters as the protagonists because they

arouse student interest to participate in the task. The protagonists were familiar to the

students and were talked about by students in every text, so students were easily engaged

in the task. Since this task bore an unfamiliar topic from the perspective of cognitive

theory, I intentionally added familiar elements to reduce cognitive difficulties to a certain

extent. The clue of this detective story is an expensive new camera. Zhang Dazhong, a

Jjournalist at the New York Times, will be sent to work in China. His supervisor gives him
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a new professional camera and reminds him not to lose it. Dazhong is excited to have this
opportunity and the camera, and is planning how to spend his remaining spare time with
his girlfriend, Li Xiaofen. However, Xiaofen is not very happy about Dazhong’s
opportunity, because she is worried at the prospect of maintaining a long-distance
romance. Nevertheless, Xiaofen does not say anything to Dazhong, but instead decides to
do everything that Dazhaong has arranged.

The story describes their activities in a whole day. There are eight scenes in the
whole story, which include Xiaofen’s feelings, Dazhong’s plan, the bank, at the snack
store, on the road when they are driving, at a travel agency, at an Italian restaurant, and as
they are leaving the Italian restaurant. Each scene includes some hints, which are time
words for students to picture the whole story and then carry out the task. When I was
writing the story, I inserted some unfamiliar forms into different scenes of the task

materials, such as 38 K (pai zhaopian-to take pictures), £%t8.(gianbao-wallet), and 7
1)L +VP(cha dianr-almost). Based on Jin’s research (2010), providing 2%-5%

unfamiliar linguistic forms can increase negotiation meaning in tasks. There are a few
strategies to add unfamiliar linguistics forms to a task. (i) The characters which consist of
unfamiliar linguistic forms such as T.{E A R (gongzuo renyuan-staff) have been learned
by learners. (ii) Learners have learned some vocabulary as a noun. The unfamiliar form
provides the corresponding verb, for example, #1/8 1 (pai zhaopian-to take pictures),
students have learned “picture,” so it is easy for them to guess the meaning of “taking
pictures” in the context. (iii) Associate students’ cognitive knowledge with the meaning

of each Chinese character to develop new vocabulary, such as 41 218 R (Niuyue Shibao-
New York Times). For American students, they all know New York Times and they have
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learned all the four Chinese characters. So when I combined the four characters together,
students may figure out the meaning quickly.

Table 4. List of the unfamiliar forms in the whole detective story

WM} | pai zhdopian | Take picture | 2% mé&inil pretty girl
EHIL | chadicnr nearly AR | Nipué | New York Times
Shibao
HEBA pdidui stand in a 5l qidnbdo wallet; purse
line
ma gdoj1 high- Pl xidoxin | Be careful
ranking
aF fénshou tobreakup | FHK shang you | Up above there is
TN | gongzuo Staff %, 7 | Tidntdng, | heaven; down below
b rényudn L xid you Si | there are Suzhou and
Hang Hangzhou.

Preparing task materials is just the first phase of task design. In the process of task
design, creating or looking for materials is not difficult, but the more challenging phases
are when you have to consider how to use the materials, how to implement the task, and
how to make students engage in the task. In fact, before writing the story, [ had a basic
sketch of the task in my mind: discovering the criminal by exchanging information and

problem solving. Furthermore, I also considered how to implement the task in advance.

(iii)  Procedure

The detective story includes eight parts in total, all of which are provided through
reading. There were twenty students, so I decided to make every four students a group.
Each student had access to two parts of the story. Jin (2010) discovered in her research if
students with mixed levels of language proficiency were grouped together in a task, their
negotiation meaning increased, because students were forced to explain the materials they

held to their partners and were required to let them understand the meaning of the
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materials in detail; otherwise, it would be difficult for their partners to finish the post-task
assignments.

Based on the Jin’s research results regarding the effects of grouping on the
interactions, participations and negotiation meanings of learners (see Table 3, Jin, 2010, p.
111), I made sure that there were students at different proficiency levels present in each
group. Second language acquisition theorists have claimed that intermediate
comprehensible input promotes L2 learners’ output (Long, 1996). Based on this theory,
providing effective input for learners is a must. Following the cycle of task (pre-task, core
task and post task), the best time to input is at the phase of pre-task. Students can be
expected to totally understand the details about the process of the task as well as to
acquire a number of language forms.

Students were assigned appropriate reading materials based on their respective
levels of language proficiency. For instance, if a student was relatively more proficient in
the language, they would be assigned the parts of the story with certain unfamiliar forms.
Likewise, if the language forms to be learned were difficult for a student with relatively
low language proficiency, they would be given the parts of story without unfamiliar
forms so that they could understand the story more easily. The students were required to
read the materials, and then answered the questions to ensure that they comprehended the
details of the story context. At this phase, they were reminded not to share their own parts
with peers; they were expected to memorize their parts of the story in order to present
them in front of other students. Even the weak students needed to figure out the meaning
of the story. The pre-task was assigned the day before carrying out the core task, so

students, whether they were proficient or not, had enough time to prepare their own parts.
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The teacher should be a facilitator at this time and should offer the students at lower
levels of proficiency certain help to fulfill the pre-task if necessary.

The phase of the core-task was carried out in class. Each class was divided into
two groups and they were required to meet with their teacher, one group after another, so
the teacher did not need to observe two groups together at once. However, when the
detective story tasks took place in the classroom, the teacher had to supervise one group
including 5-6 students. This makes it relatively more difficult for the teacher to facilitate
students carrying out the task.

The students in each group should have exchanged their information by posing
and asking questions. After exchanging the information, they needed to cooperate and
picture the whole story together, and then analyzed the story by producing
comprehensible language, using their imaginative and cognitive ability to discover the
identity of the criminal. The group that first figured out the answer was the winner. Each
group should select one representative to explain their result in front of the classroom.
This was not the last phase for the task. The post-task as the follow-up must also be
included. During the core task, each group of students made the consensus decision to
win, but this does not mean that everyone in a group agreed on the identity of the thief.
So I required them to write an “investigation report” to interpret their individual opinions
as a take-home quiz over the weekend. During this time they could take advantage of
writing the report to re-digest the language forms (see Tables 1 & 2 above).

(iv) Goals
The planned outcomes of the task included: (i) Students are expected to find out

who has stolen the camera and explain the evidence; (ii) They are expected to focus on
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the given language forms at the phase of post-task and write an investigation report. At
this phase, students have an opportunity to pay more attention to the accuracy and
complexity of their use of the Chinese language.

The significant difference between Task 1 and Tasks 2 and 3 is that there is no
technology tool integrated into the former. The task settings are based on traditional
classrooms. In addition, there are no native speakers of Chinese involved and no
authentic Chinese language materials are provided in Task 1. The teacher wrote the input

materials for students. Therefore, Task 1 is more based on the specific teaching materials.

II.  Task 2: “Blog Discussion: The Issue of Opening Starbucks at the Forbidden City

In recent years, technological tools are a must in foreign language education, also
in Chinese learning and teaching. The tools referred to here include low-tech tools, hi-
tech tools and web tools. As language is the primary tool of communication in our society,
it is important for teachers to keep their students challenged and avoid disinterest. Nunan
(2004) has pointed out the possibilities of combining tasks and technology tools. Along
with the development of technology, classrooms and language labs are not the only
places where language learning occurs. I mentioned this point in Chapter 2. All these
technology tools facilitate development in second language learning settings. Nunan cites
three specific benefits of using tasks with technology tools (Nunan, 2004, p. 73). Nunan
points out a relatively new aspect in task-based teaching. Technology-based second
language teaching enlarges the scope and extends the meaning of the teaching setting.

The second task I will discuss in this chapter utilizes a technology tool — the blog.

This task was applied in the middle of the fourth semester of Chinese at Hamilton
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College. Twenty-one students at the intermediate-mid level participated in this task. The
topic of this task was not related to any texts, but it is also a focused task. Students had
learned 97% of the language forms contained in the tasks. Since the task material drew on
an authentic blog article, there are a few unfamiliar linguistic forms to the students.
(1) Objectives

Blogs can offer a collaborative and participatory on-line learning environment. As
Nunan (2004) noted, technology expands the possibilities of teaching locations and
learning settings, so teachers can consider carrying out tasks outside the classroom
through the use of internet tools, such as the blog. If students are able to fulfill the task by
using such tools, teachers are likely to facilitate students individually. Compared with the
detective story, the teachers did not need to facilitate 5-6 students simultaneously in the
blog task. Since one of the characteristics of cyberspace is instantaneity, Professor Hong
Gang Jin and I aimed to design a task-based learning activity using blogs. This task was
designed to achieve four goals: (i) Use and review the target language, which students
had learned through reading an authentic on-line blog article; (ii) Engage students in a
real life on-line social discussion with many Chinese people; (iii) Encourage students to
share their opinions and compositions with Chinese people as well as with their
classmates; (iv) Increase students’ participation and interaction with their peers and
extend it to native speakers of Chinese in China regardless of time, space and distance.
(ii)  Requirements

I provided students with an edited blog article regarding the issue of opening a
Starbucks at the Forbidden City (see Appendix IV, pp. 100-101). The task material drew

on an authentic blog article by Rui, Chenggang, an author from CCTV 9. When I edited
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the blog article, I merely deleted certain unfamiliar language forms and made some
necessary English translations of a couple of key words.

This task occurred outside the classroom online. Students not only carried out the
task individually, but were also required to collaborate with their fellow students. They
read the blog article independently. After reading the blog article and answering the
questions for comprehension, they were required to interview native Chinese
international students on campus and ask their opinions on the issue of opening a
Starbucks at the Forbidden City. The students further were required to record the report
of their interviews orally in MP3 format when they finished up the interviews. They then
posted their recordings of interviews of native Chinese on the blog, and then made
comments on their peers’ posts. This process is regarded as a two-way task. Since this
type of task involves discussion, there is no closed ending for the task. In addition, with
the application of technology in this task, the location where the task takes place can be
anywhere, not confined in the classroom, as long as students are able to access the
internet.

(iii)  Procedure

This blog task follows the rule of the cycle of tasks. Firstly, at the phase of pre-
task, teachers exposed students to an authentic Chinese blog article (see Appendix IV, pp.
100-101) from China. This allowed the students to understand the background of a
social issue in Beijing about whether Starbucks should be allowed to open a location in
the ancient palace. Students read the article as a one-day assignment. They were expected
to understand the article and finish the questions, which were designed to check their

comprehension. Secondly, at the phase of the core task, students were required to fulfill
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two sub-tasks. (i) Students interviewed five native Chinese students on campus about
their opinions on the issue of opening a Starbucks in the Forbidden City, and then
students wrote a composition of the interview results in Chinese. (ii) Students were
required to orally present the composition regarding the interview results and record this
presentation in MP3 format. After recording, they posted the audio recording on the blog
on Blackboard for their peers and the Chinese participants to hear and comment. Students
were required to listen to at least three other students’ recordings and make blog
comments. Students were able to interact with their peers as well as native speakers of
Chinese in China and in the U.S. via this blog. Since Blackboard is not a public
educational online system, people who do not have accounts on Blackboard cannot
access it. I needed to find a way to let the native speakers of Chinese access Blackboard
to make comments for the student recordings. Under the support of my supervisor at
Hamilton College, I contacted a technician at the IT center to open my course, Chinese
140, on Blackboard publicly for one month. Then I invited some native Chinese speakers
to access Blackboard. These native speakers had been hired by the Associated Colleges in
China program in Beijing, China (ACC), established by Hamilton College with other six
liberal arts colleges in the US. When those native Chinese speakers were invited to
comment on students’ recordings, they had not yet begun to teach at the ACC program

and had not been trained to be Chinese language teachers.
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Screen Shot 1. Sample Blog
Screen Shot 1 shows students’ blogs with oral recordings on Blackboard.

(iv)  Goals

This online web activity generates a great deal of student interest in
communicating with each other and with Chinese bloggers in the target language. The
outcome of this task is increasing use of the target language, as well as participation and
interactivity.

This chain of tasks on the blog leads to a large quantity of target language use.
Each student reads one article, listens to at least 3 recordings, interacts with at least 5-8
native speakers face to face or online, and shares their interview with more than 20
people. The following screen shot shows that one student’s blog comment generated 4
additional comments and some exchange of views with fellow students and a Chinese
blogger. Such tasks utilizing a web tool have achieved just as much as a traditional paper-
and-pencil assignment in terms of quantity and quality of receptive and productive target

language use, with a high degree of participation and interaction.
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Screen shot 2. Sample comments
Screen Shot 2 shows the comments by both his peers and one native
speaker of Chinese.

The blog tasks realized in different phases aroused a strong interest in
participation among students. More than two-thirds of the students cited the original
comments in the pre-task readings to elicit comments from native Chinese students.
Many-to-many participation was also evident in that 21 students interviewed 50 Chinese-
speaking students. On average, each student interviewed 2-3 persons and listened to 5-8
online summaries of survey results. Altogether students posted 144 items of written
comments in this blog activity (Jin & Lu, 2011). Throughout the entire task cycle 21
students acted both as active senders and receivers of messages. By posting oral
presentations on interview recordings, publishing their comments online and writing
down their interview results, students established themselves as active senders. In the
meantime, students read the blog articles and comments and listened to other bloggers’
voices in the recordings (receivers). Thus, the type of interaction in these activities was

not only many-to-many but also two-way communication.



Iv.

Finally, with regard to communication mode, all 21 students made use of multiple
modes to complete tasks in the three phases. By reading and listening to blogs, students
were engaged in the interpretive mode of communication. The face-to-face interviews
and comment exchange, including four language skills - speaking, listening, reading and
writing - were all carried out in the interpersonal mode. The oral and written
presentations of the interview results and comments in the target language all involved

presentational modes as well.

Task 3: “The Presidential Election”

This task was designed for an intermediate-high Chinese class consisting of nine
students at Hamilton College. This class was quite different from intermediate-low
classes. At Hamilton College, students who are majoring in Chinese are required to study
abroad in China to meet the departmental requirements. As a result, most of the students
of the Chinese language at intermediate level complete their third year of Chinese
language study in China. There were only a few students who were not able to study
overseas for various reasons. These reasons included low level of Chinese proficiency,
choosing not to major in Chinese, and having learned Chinese in high school so that they
were placed at intermediate-high level directly after enrolling in college. For these
reasons, the students in the intermediate-high class at Hamilton were at varied levels of
language proficiency. Among those nine students, four of them had begun to learn
Chinese at Hamilton when they were freshmen. Among these four students, two had
studied abroad in China in the summer before taking this intermediate-high Chinese

course. The other five students had all been learning Chinese since high school. Because
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of the different requirements in high school and diverse learning backgrounds, those five
students were not at the same levels of language proficiency either.

This task was not only used at Hamilton College in 2006-2008, but also used at
Seton Hall University in fall 2009. In this task, I had to adjust the number of each group,
since the numbers of students at intermediate-high level changed each year, especially at
different two schools.
1) Objectives

The presidential election is also designed as a focused task. My primary goal of
the task design is to help students with different language proficiencies use their target
language and improve their respective level of language proficiency. The theme is in

terms of Lesson 14, Zongtong You le Nii Pengyou, in All Things Considered (Chou, Xia

and Goh, 2001), published by Princeton University. This text is studied in the middle of
the semester when students have touched upon enough formal topics and social issues,
such as Sino-Taiwan relations and Chinese college students’ views on sexual
relationships. However, the election is a good topic that can be combined with a variety
of themes. For L2 learners at the intermediate level, using authentic materials is
inevitable. The ACTFL Chinese proficiency guidelines emphasize that learners should be
able to read authentic language materials. It is the teacher’s responsibility to provide
students with authentic input and encourage them to read authentic language materials.
The teacher should not only provide authentic materials, but also consider how to engage

individually different students in the task without communication anxiety.

66



(ii)  Requirements

I designed the task on WebQuest, a web-based educational tool. Teachers in other
disciplines have also designed a variety of tasks on WebQuest. The most distinctive
characteristic of WebQuest task is that it provides web resources, so the instructor does
not have to completely input task materials. Learners need to search and look up the
useful materials on their own based on the links or websites offered by teachers. That is

to say, this is not a text-based task, but a task based on theme (Willis and Willis, 2008).

Presidential Eiection

Screen Shot 3. On-line Resources

Screen shot 3 shows the web resources provided on WebQuest.

Generally speaking, teachers assign different roles to each student. Every student
is required to access to the websites that their teachers listed on WebQuest, and answer
specific questions the teacher asks. Each of them not only needs to complete their own
assignment, but also needs to cooperate with other students in his group through doing
research to achieve the teacher’s assigned questions. Therefore, the participants not only

do their job independently, but also do collaborative assignments with others. In a word,
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it involves one-way and two-way communicative tasks. Since the students select an ideal
president in the process of completion and discussion, this is a closed ending task.
(iii)  Procedure

During this process, learners have the opportunity to improve their target
language while communicating with their peers. Because they get different materials
based on their own language abilities, it is possible for students to get authentic input at
different levels from the websites. I assigned them a task before class and they shared
their information through presentation, debating or interview in class. Normally, the
topics of the authentic materials given to them were the same, but the difficulties of the
materials were different.

For this task, there were three types of roles: the candidate of the Democratic
Party, the candidate of the Republican Party, and the voters. Each group consisted of
three students with different language abilities, and I assigned each student in a group one
role, so they could collaborate with each other. I created a new WebQuest for this task,
including 5 sections: introduction, process, role 1, role 2, role 3 and conclusion. At the
introduction and process parts, I gave students very clear and detailed directions on the
task. They were required to select the new president from the two candidates at the first
step. At the role 1 and role 2 sections, I provided two websites for the two candidates so
that those at a relatively higher language level could read authentic Chinese materials
(see Screen Shot 3), and then write their own speech draft. The reading materials online
could provide some special vocabulary, phrases and sentence patterns for them, which
they could use as a reference for their writing. As for the role 3 section, I posted the link

of the survey on American voters’ backgrounds and attitudes toward the election.
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Students needed to understand the poll and discuss who represented which type of voters.
During the process of discussion i.e. step 2, the student who had the best language
proficiency in the group could help the other two understand the online materials and
express themselves. After they chose their own identities, they were required to write
their seif-introductions, social issues that they were concerned about and questions they
wanted to ask the candidates. Step 2 was carried out in Thursday’s class, which includes
six sub-phases: (i) time; (ii) presenting the speeches by the candidates from each two
Parties; (iii) voters introducing their identities and asking the candidates questions; (iv)
voting and explaining the reasons by the group of voters; (v) debating between two
Parties, (vi) the last round voting and voters presenting their reasons. For Step 3, i.e. the
conclusion part, the three voters needed to select one candidate and explain their reasons.
Moreover, after the class, students were required to write an essay to explain who would

be awarded the best question and best speech in the core-task.

Introduction Resources

¢ m k

(andidate of Democracy Party  (andidate of Republic Party Volers

Screen shot 4
It shows the homepage for the task on WebQuest.
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Screen shot 5. The procedure of the core task

(iv)  Goals

The task on WebQuest is only one of the many ways of helping the students use
Chinese in class. Through the WebQuest task, interpretative, interpersonal and
presentational communicative modes are achieved. Each student searches and expresses
himself in the appropriate target language. The strong learners try to use more
complicated language forms, and the weak learners also attempt to retrieve the language
forms they have learned. During this process, each learner makes maximal use of the
target language. Therefore, it is possible to use TBLT to push students at different
proficiency levels to use and improve their Chinese at the same time.
Summary

In this chapter, [ have tried to explain how to design and implement tasks to meet
different learners’ demands. The three tasks have different characteristics. The detective

story is a text-based focused task. The teacher has to identify language forms strictly and
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provide different learners different materials by means of inserting unfamiliar linguistic
forms. The second task provides students opportunities to interact with more than five
participants, including both their classmates and native speakers of Chinese. Since
students need to carry out the pre-task and core task individually, they are likely to
discover the means of communication in Chinese in a comfortable environment. When
involved in the post-task, which requires them to interact with peers on the blog, the
relatively weak students become more confident. The third task, the presidential election,
highlights both individual and collaborative work in second language learning. The
learner has a chance to compensate for their weaknesses by working on the pre-task
individually, and then students discuss the issue in groups and have effective interactions.
In these three tasks, firstly, learners’ individual differences are considered.
Different types of input materials are provided to students with different learning styles;
for instance, reading text can meet the visual learners’ demands, and listening materials
are helpful for aural learners. Meanwhile, the different types of input materials also
compensate for learners’ individual weaknesses. For example, aural learners can improve
their reading comprehension by reading input materials. Furthermore, the effects of the
cognitive and topic variable are reduced in this task, thus, the teacher can focus on the
learner variable. I will explain this point more explicitly in Chapter 4. Finally, Tasks 2
and 3 integrate technology tools, which were attempted based on Nunan’s point of view
regarding using technology in TBLT. In the next chapter, I will analyze these three tasks
from both the learning and the teaching perspectives to show that TBLT makes
individualized second language teaching possible, while interpreting the above three

points explicitly.
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Chapter 4

Analyzing tasks from learning and teaching perspectives

L Introduction

In Chapter 2, I questioned the effects of the relationship among learner variable,
cognitive variable, and topic variable on task difficulty and complexity. In Chapter 3, I
explicitly explained how to design and implement tasks. In this chapter, I will apply
TBLT into individualized teaching in CFL by analysis of the three tasks in Chapter 3
from teaching and learning perspectives. There are reciprocities among the learner,
cognitive, and topic variables. The individual difference among learners is an inevitable
phenomenon in SLA, so individualized teaching has aroused increased attention among
SLA scholars and teachers (Skehan, 1989). I have also mentioned the challenges and
difficulties in CFL, such as schools not having the budget to hire enough teachers,
learners having more diversified backgrounds in U.S. colleges, and ACTFL requiring
teachers to meet the communication standard in their teaching. If learners are expected to
learn how to communicate in the target language, they ought to interact with other
learners or native speakers. When there are interactions, the individual characteristics of
different learners may influence the effect of interaction and communication in a task. In
order to carry out effective communication in a task, the teacher needs to consider several
aspects from the teaching perspective when they prepare the tasks: (i)At the phase of pre-
task, how to consider individual differences designing and assigning task materials? (ii)
How to control and be involved at the phase of core task if learners are having difficulties

in performing a task? (iii) How to design post-task so that learners could reflect on and
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revise their performance during a task, from both the linguistic and communicative

perspectives? In the following, I will address these questions by analyzing the three tasks.

1. Learners’ needs, the analysis of TBLT from the learning perspective

In this section, I will analyze how to design and implement tasks from the
learning perspective. Although the TBLT method is effective for Chinese language
teaching and especially good for individualized teaching, it is not enough to have only
studied task design and implementation from the perspective of teaching. TBLT approach
is effective in facilitating not only individualized teaching but also individualized
learning. Thus, studying TBLT from the learning perspective is also very important. |
will analyze learners’ feedback in a survey regarding their language learning experiences
to interpret how to design and implement task in order to meet learners’ needs (see
Appendix VI, pp. 104-105).

I did a survey to investigate learners’ opinions on their second language learning
at the end of the spring semester at Hamilton College in 2008 and at the end of the spring
semester at Seton Hall University in 2010 (see Appendix VI, pp. 104-105). The subjects
completed the survey after they carried out Task 1 and Task 2. This survey was not
originally designed for this task-based teaching approach research; rather, it was
concerned with Chinese second language learners’ viewpoints on second language
teaching methods and their learning process. Nevertheless, I can still extract certain
useful information in order to interpret why task-based teaching approach is an effective
way of learning Chinese.

In this survey, students were asked nine questions regarding their second language
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learning and teachers’ teaching methods. These questions help the teacher know the
students’ individual learning differences and needs. In this chapter, I only have analyzed
the data I collected at Hamilton College. The twenty subjects who have participated in
Taskl and Task 2 are discussed in this thesis. I have selected four key questions in the
survey to analyze the twenty learners’ responses in this chapter: (i) What is your best
language skill(s)? (ii) What is your learning style? (iii) Do you think your personality
affects your second language learning? What personalities of you influence your L2
leaming? (iv) Which teaching method(s) would be more helpful for your second
language learning?

Before answering the questions in the survey, learners were required to self-
evaluate their Chinese language proficiency. There were 12 learners who thought their
Chinese proficiency was at intermediate-mid level, 5 learners thought they were at
intermediate-low level, and the rest of the learners thought they were intermediate-high
level Chinese language learners. Those 20 learners’ responses were varied. Since the data
set was not large enough, I had only interpreted their responses in general so as to
provide a macro-picture on learners’ needs. Those 20 learners have had been trained with
the traditional audiolingual and grammar translation methods for four semesters, so they
were supposed to have good listening and speaking skills as a result of the teaching
methods and the learning time. However, not all of them thought their listening and
speaking skills were their best skills. Some of them said that listening and reading are
their best language skills while some said their speaking and reading skills are better. I
noticed that none of the students think their writing skills are good enough. As for the

second question, most of the learners thought they are ‘visual’ learners. Only 5 of the 20
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learners are ‘aural’ learners, and 2 are ‘kinaesthetic’ learners. Over half of learners
believed that their personalities influence their second language learning. Among the
different personalities related to L2 learning, learning anxiety is one of the most
significant factors mentioned by learners. One of the learners noted in the survey that he
easily gets anxious whenever the teacher begins to ask individual students to answer
questions. Regarding the fourth question, the results show two quite interesting points: (i)
Seventeen students have chosen both drill and communicative approaches, which
indicates that L2 learners are concerned about their communication skills and the grasp of
linguistic forms. (i1) Most of the learners believe that communication is the premier goal
of second language learning, but only 5 learners would like to communicate with their
peers in pair work. They prefer communicating with their peers in class to doing that out
of class. Also, all the learners are eager to communicate with native speakers and teachers.

Table 5 presents the results for the four questions.
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Table 5. The results concerning the four key questions in the survey (Questions 1, 3 and 4
are multiple choices)

1. What is your best language skill(s) in the second language you are

studying?
a. Speaking b. Listening ¢. Reading | d. Writing
8 9 5 1
2. What is your learning style about learning foreign language?
a. Visual b. Aural Kinaesthetic
13 5 2

3. Do you think your personality affects your ability to learn a second
language? Which of your personality traits influence your second
language learning?

a. Yes b. No c. Maybe d. I am not sure
13 0 3 3
a. b. C. d e. f
anxiety | self-esteem empathy dominance talkativeness responsibilities
12 5 2 0 3 S

4. Which teaching method(s) would be more helpful for you when studying a
second language?

a. repeat, imitate, memorize 5
b. mechanical pattern drill 7
c. translation 7
d. communicative drill 1
e. communicate with peers through discussion or pair work 1
f communicate with teacher and peers in class 4
g communicate with any native speaker or peer both in class and 1
out of class 5
h. presentation in class 9
i collaborate language tasks (cooperate with your peers to 3
achieve assigned task)

7 watch TV or read news paper, whether you understand it or not 8
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These students’ feedback does not constitute large quantities of data, but by
analyzing the feedback teachers are likely to discover leamers’ needs in order to design
and implement tasks effectively. I have concluded from the learners’ feedback that there
are several reactions to the tasks [ have designed. Initially, teachers ought to provide a
variety of input materials at the phase of pre-task to accommodate learners’ different
learning styles and address their different learning weaknesses. In the three tasks
discussed in Chapter 3, I only provided text-based input but not listening or video input.
Additionally, teachers should consider how to eliminate learners’ learning anxiety before
conducting group/pair work. If a learner becomes anxious when speaking Chinese, the
teacher should try to find the reason for his or her anxiety. If the learner is anxious due to
the lack of confidence, the teacher ought to offer the individual some help before the core
task; such as, tutoring or assigning appropriate input materials. Furthermore, teachers
ought to focus on both linguistic forms and communication skills since these two aspects
of learning are what L2 learners are most interested in. More than one researcher has
noticed that there is a lack of accuracy in learner output in TBLT (Skehan, 1996, Ellis, ef
al, 2003). Real communication is important, but both learners and teachers are concerned
about accuracy. Teachers need to keep a balance between fluency and accuracy. Focused
tasks are likely to meet this requirement. As I have addressed in Chapters 2, 3 and 4,
TBLT meets those teaching goals which are focused on communication and individual
differences in SLA. Individual differences not only exist in the learning styles but also in
learning needs. Using focused tasks is a way of addressing the need of individual learners
to acquire linguistic forms. Lastly, since most learners are not interested in in-class

communication with their peers, teachers ought to try to increase interaction among
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learners, and between learners and native speakers. For this purpose, technological tools
should be used more often in tasks. Task 2 is a good example for integrating
technological tools into TBLT. With the assistance of technology, for example, blog,
learners are able to communicate with more peers, even with native speakers of Chinese
in China anytime outside the classroom. They can prepare the task independently and
interact with other participants actively. Since the blog has expanded the scope of
interaction, one learner is able to communicate with as many participants as possible.
Blogs not only makes one-to-many communication possible but also many-to-many
communication. In addition, learners can get access to on-line dictionaries or other
references to assist their communication, which can result in decrease or even elimination
of learning anxiety. Therefore, the application of technology in TBLT is likely to

compensate for the disadvantages of task-based teaching.

III.  The analysis of the use of the three tasks from the teaching perspective
Task 1: “Detective story”
) Pre-task

Before task design, teachers should think about how to control task difficulty. Ifa
task is so complicated that students are not able to handle it, it would be a failure in terms
of teaching and learning with tasks. As a task designer, the teacher should not only know
the language proficiency level of each individual learner, but also the kind of topics
students might be interested in. Willis and Wills have noted that second language learners
have different topic interests at different places around the world (Willis & Willis, 2008,

pp. 64-65). Hence, learner interest is the basis on which teachers design tasks. In this
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thesis, all my discussions on TBLT are in the context of CFL at the American college
level. Since all of the subjects carrying out tasks are American college students, I could
narrow the scope of task topics with ease by drawing on my teaching experience. The
detective story may seem like an unfamiliar topic. Because most students do not have the
special opportunity to experience the process of detecting, this task might be beyond
many students' levels of cognitive knowledge.

However, according to Nunan’s citation (2004, pp. 97-98), such detective tasks
can be made more lively as well by “encouraging students to act innocence or
indignation”. Learners should be able to express themselves in the target language by
change and emphasis of intonation in the sentences, and this help learners develop
strategies on carrying out a task. If learners are interested in such a topic due to curiosity,
they may attempt to overcome the difficulties regarding their cognitive knowledge in
order to achieve the outcome of the task. In addition, in order to decrease cognitive
difficulty, I arranged all eight scenes in places familiar to the students. The activities of
the two protagonists were from ordinary daily life, so students could handle this detective
task without that much cognitive difficulty as teachers thought.

The next step to consider is how to make task input individualized. Thisis a
focused task, meaning a focus on linguistic forms should be emphasized. When I
prepared the task input, I followed the two principals: (i) let relatively weak learners get a
solid grasp of the linguistic forms before or during the phase of pre-task; (ii) let learners
with relatively high language proficiency not only review the identified linguistic forms,

but also learn something new in the task.
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Based on these two principals, I inserted such unfamiliar forms as 88 /i (pai

zhaopian-to take pictures) in certain scenes when I wrote the story. After writing the
story, I altered the order of the eight scenes and assigned scenes with new words to high-
level students and those without new components to relatively weak learners. The
appropriate assignment of task input is not the only factor which teachers need to be
concerned about.

Grouping students is another key factor of task design. Nunan highlights task
settings as including ‘mode’ and ‘environment’” (Nunan, 2004). Mode refers to whether
the learner is operating a task individually or as part of a group and also how bigis a
group—a whole class, a small group, or a pair work. ‘Environment’ indicates where tasks
do happen. For example, is it in a classroom or other location such as the internet? In this
detective task, I am more concerned about the ‘mode’ condition. Since each group
consists of 5-6 students in this task, I was very cautious to group them. If the effective
interactions in one group had not taken place, the task would have been a failure.
Therefore, I needed to find out some effective means of grouping students. As [ have
mentioned in Chapter 3, I evenly divided twenty students into five groups consisting of
both high level and weak students in each respective group. Having mixed-level learners
in a group work is more likely to produce effective meaning negotiations (Jin, 2010).

In addition, the teacher is not only a task designer, he or she is also a facilitator
even at the phase of pre-task. Normally, students are required to fulfill pre-tasks
independently but, if some leamners have relatively low levels of language proficiency, it
may influence the result of the task. In this case, it is necessary that teachers give extra

time for the preparation outside the classroom to ensure that such learners better
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understand and prepare the input. Students must have enough time to prepare by
following the instruction of the task in terms of both language and communication. The
teacher can also give some students necessary help in the pre-task phase, such as helping
them figure out the meaning of the story, practicing language forms, and re-telling the
story of their assigned parts. If teacher design good tasks and students prepare them well,
the implementation of core tasks will probably be successful.

(i)  Core task

During the phase of core task, the teacher plays the role of the guider, facilitator
and supervisor. During the process of carrying out the task, the learner plays the role of
an information sender as well as a recipient, so each individual learner’s performance
affects the task outcome of the whole group. In order to ensure that each group operates
the task on a right track, the teacher should supervise the overall process of the task. In
order to facilitate students to carry out the task effectively, I arranged to make students
conduct their work group by group. That is to say, I worked only with one group ata
time. Normally, it takes 50 minutes for one class at Hamilton College, so I divided one
class into two parts averagely. Each group was assigned for 25 minutes to conduct the
task.

In this task, the teacher is able to guide students onto the right track if he or she
finds students having trouble restructuring the story and finding out the thief. The teacher
does not need to point out students’ incorrect guesses; instead, he or she should give
certain hints by asking questions related to the plots. If a student has the problems
expressing himself and the problems affected others’ comprehension in the group, the

teacher ought to intervene and help the group of students solve the communication
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problem while also encouraging students to use clarification, comprehension checks, and

confirmation checks. In addition, if someone’s errors make it for others to misunderstand

them, the teacher must correct linguistic errors. All these techniques of supervising the

implementation of a task are focused on individual learner performance.

Table 6. The sample of transcript for the recording during the task (The transcript is
based on the recording for group A, section 11, in Chinese 130 course at Hamilton

College in 2008.)
Role Transcript and Translation Notes
Student INFARE D, FERM A A ETHER®E | Student made an error on
SR [ 4] pronunciation when he
Xido Fén bl gdoxing, yinwei td juéde Da ntarrated his part of the
story.

Zhong 1ixing de shishou huipéngddao xin
de [méinfi]

Xiao Fen felt unhappy because she was
thinking that her boyfriend, Da Zhong might
meet other pretty girls during his travel in
China

Teacher Z 4, mdind, Teacher corrected student’
Pretty girl. [emphasize the first syllable] pronunciation

Student ., X% 0, méinl Student repeated what the
Yea, pretty girl teacher said to correct

himself.

Teacher PRI BEH AR [ELIHEEE? Teacher intervened in time
Nimen mingbai shénme shi[m&in{i] de yisi | to guide the student not to
ma? ignore the key unfamiliar
Do you know what meaning of m&i nfl is? word in the story.

Student W, X, [ELIREEENLZIL. Student explained the new
Ou, dui, m&ind jiushipiaoliang de niihdir. word by teacher’s

reminder.

Yea, m&inll means pretty girls.

(iii))  Post-task

In the detective story task, I designed a post-task writing assignment which is

writing an investigation report from the perspective of a policeman with no less than 800

Chinese characters (see Appendix III, p.99). In this report, students were required to re-
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picture the whole story first and then analyze who the thief is, based on their individual
viewpoints and the discussions in class. There are two purposes behind choosing writing
as the follow-up activity. One is to drive students’ attention to the structures of the story.
When students are required to rewrite the story, they will take notes and prepare in a
more serious manner so that they will learn to communicate with peers instead of
operating this task for entertainment. Generally speaking, learners notice their own
weaknesses in the second language learning process when they conduct real
communications with the target language. If they attempt to achieve the goal of the task,
they are likely to consciously overcome their weaknesses, especially when they are asked
to rewrite the task input in detail. They intend to collect materials for their follow-up
writing by interactions and meaning negotiations. At this phase, teachers help leamers

individually in an indirect manner.

Task 2: “The issue of opening a Starbucks in the Forbidden City”
(i) Pre-task

This task is different from the detective story. Students are required to complete
both the pre-task and core task independently. The task input is a half-authentic blog
article published in China. Although every American college student knows Starbucks,
they have no knowledge regarding the background of Starbucks in China, not to mention
the dispute regarding Starbucks’ opening its branch stores in famous places of interest,
such as the Forbidden City. In other words, it is a relatively novel topic for every
American college student in this experiment. Thus, the topic variable has not influenced

the learner variable on the task difficulty in Task 2. In pre-task, teacher needs to find out
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appropriate authentic materials for students and make sure if the topic is fresh to every
student.
(i)  Core task

In core task, teacher assisted students to interview five international students from
China about their viewpoints on this issue. Not every student had friends with native
speakers of Chinese on campus, so teacher should help those students with no Chinese
friends find out appropriate native speakers of Chinese. In this step, even if students deal
with the problems of understanding the blog article and conducting the interviews by
themselves, teacher still should be able to provide students necessary assistance, such as
in aspect of language. By this step, teacher is not only a facilitator, but also a mentor to
supervise student language performance both in general and in detail.
(iii)  Post-task

At the phase of post-task, the teacher should arrange students and native Chinese
speakers to make comments for students’ oral report recordings. In this phase, the teacher
should coordinate how and what kind of native Chinese speakers can have access to
Blackboard. As I mentioned in chapter 3, Blackboard is not a public website but is an on-
campus educational on-line course system. Only the participants invited by instructors
can access to Blackboard; so, teachers need to contact the technicians at school to arrange
native speakers of Chinese to sign up for the accounts on Blackboard.

In fact, there are three advantages of applying the blog tool to conducting tasks on
Blackboard instead of other public blogs. (i) Using the blog tool on Blackboard can help
avoid a situation in which a few netizens disorder the task process by posting certain

radical words or meaningless net symbols. (ii) Since all of the students in this task were
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at the intermediate level, their Chinese proficiencies were not adequate enough for them
to understand comments made by native speakers. Therefore, the teacher had best choose
native speakers who have some experience communicating with Americans. To some
extent, it facilitates mutual understanding. (iii) After students post their oral recordings on
their blogs, the teacher should listen to each recording carefully and summarize the errors
for each student before sending the summary of errors to each of students via e-mail so

that they may notice and revise their errors.

Task 3: “Presidential election”
@) Pre-task

The presidential election task has similar features with previous two tasks. The
teacher needs to group students at the phase of pre-task. The rule of grouping students is
the same with that of the detective story. The difference between Task 1 and Task 3 at
this phase is that I did not provide students with text-based input in Task 3. Students need
to look for the useful materials on-line via the websites that I have provided. Despite the
fact that it is a non-text-based task, it is however a focused task, because teachers can
require students to use the identified linguistic forms (see Table 3) in their oral
presentation for the election during the process of core task. When they search for
relevant materials on-line, students pay more attention to the text with those identified

forms.
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Table 7. The sample for the identified linguistic forms in Task 3

ik Jingxudin | to elect ik A houxudin rén | Candidate
$eee-fy | téu...de | vote for sb. fHE+V. | zhideé to be worth
B piao FHi/Hie | (jiao ao/tdol
/EH) tin/zhongshi)
B | xidoti da | make a great | TAUA M | wiiquén/ have (no) rights
Zud fuss over a +do sth. yduquén to do sth.
trifle
RIS | tanwi degeneration | [EFKTH | gudjia chief of state
fihua and corruption yutinshdu
fill B zhicai | Sanctions AfiHE | gongb To make scandal
chduwén public

(ii)  Core task

Doing research and searching for useful materials on their own is good for student
learning; however, teachers still need to provide necessary assistance. Compared with
using input assigned by teachers, students in this task are more likely to find input
appropriate for their own levels of language proficiency. It is no doubt that authentic
materials include unfamiliar linguistic forms. However, not every learner has the ability
to evaluate their language proficiency and find the appropriate authentic materials for
them. In any case, teachers should supervise and advise students as to whether the
materials they find for themselves are suitable or not. In addition, since I also provided a
Chinese news website to the students, I also needed to make sure each student knew how
to search relevant news in the Chinese website. If anyone had any problem using the
website, I guided them to solve the problems.
(iii)  Post task

At the phase of post task, teachers need to collect students’ post writing task for

revision so that students have the chance to recognize their errors. This learning process
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facilitates students’ ability to notice their errors and emphasizes the correct linguistic
forms.

Through the analysis of the students’ feedback and the procedures of the three
tasks, it has been shown how teachers should consider learners’ individual differences
when designing and implementing a task. It also has been shown that learners’ learning
demands and needs should be considered by teachers so as to effectively use tasks for
learning. Based on the analysis in this chapter, in Chapter 5, I will develop certain

strategies of task design and task implementation for teachers.

87



SRR

Chapter 5
Conclusion
L Introduction

In the previous chapters, I discussed what challenges and difficulties Instructors
of Chinese in the U.S. are facing, why the task-based teaching approach would solve the
aforementioned difficulties, and how teachers utilize the TBLT approach, through
analyzing three tasks that I designed from both the learning and teaching perspectives.
The significant and premier challenge and difficulty is how to effectively teach Chinese
to a class of learners with diverse levels, leaming styles, motivations, and backgrounds.
In order to explore a possible solution to this challenge, Chapter 2 focuses on the research
in literature. Specifically, this chapter will discuss the management of the relationships
between cognitive, topic and learner variables in task design and implementation, in order
to facilitate instructors of Chinese in meeting different learners’ learning needs. Through
examining and analyzing the three tasks in Chapters 3 and 4 from the perspectives of the
challenges faced by Chinese teachers in the U.S. and the lacks in previous research, in
this last chapter, I will develop and elaborate on (i) the strategies for task design; (ii) the
strategies for task implementation; and (iii) issues for further study. All the strategies
following are based on focused tasks.

In order to organize these strategies properly I will present them from the
perspective of task design and task implementation as shown in Table 8, including five
sub-aspects, cognitive variable, topic variable, learner variable, technology application
and unfamiliar forms. I elaborate on the strategies from these five sub-aspects because I

discussed the variables of cognitive, topic and learner variable, all related to task
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complexity and difficulty discussed in Chapters 2, 3 and 4 when I interpreted the TBLT
in the context of CFL.

Table 8. The strategies for task design and implementation

Strategies for task | (i) Topic choice, related 1o cognitive and topic variable
design (i1) Learning style, related to learner variable

(iii) Unfamiliar linguistic forms

Strategies for task | (iv) Learner’s anxiety, related to learner variable
implementation (v) Integration of technology tool

Strategies for task design
(i) Strategy 1: topic choice, related to cognitive variable and topic variable

Teachers should attempt to eliminate the effects of cognitive variables on task
complexity and difficulty when choosing the topic of a task. If there is no significant
cognitive influence from task topic, teachers could assign appropriate input materials to
individual learners. For instance in Task 1, although the topic is somehow not familiar to
some students due to cognitive knowledge and experience, I designed the story to take
place in ordinary places so as to dismiss those effects of cognition. The topic for Task 2
in Chapter 3 was completely unfamiliar to the students, and the topic for Task 3 was
totally familiar to the students, so all students were at the same starting line from the
cognitive perspective in both tasks. Hence, it is possible for teachers when designing
tasks to consider learners’ individual differences based on their language proficiency
levels and prepare different materials to compensate for students’ individual weaknesses.
(i)  Strategy 2: leamning style, related to learner variable

Teachers should provide learners of different learning styles with various and
appropriate input material, such as reading, listening, and video material, and should

incorporate different language skills into the tasks so that learners can enhance their
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strengths and overcome their weak points in Chinese language learning. Comprehensible
input is one of the most significant hypotheses in SLA. If learners receive effective
comprehensible input, they produce so-called pushed output, which I have discussed in
reviewing Hong-gang Jin’s research. Thus, one of the duties of language teachers is to
offer learners effective language input. In Task 1, I provided students with input
materials, both in listening and in reading, which can meet the requirements of students
with different learning styles. In Task 2, 1 only provided students with reading input
materials, but at the phase of core task students were required to speak with and listen to
the native speakers of Chinese during interviews with those individuals. After posting
their recordings on blogs, they were expected to listen to other students’ oral reports and
make comments. At this phase, students had aural input materials so that they may make
comment. In Task 3, I provided students with on-line resources as input materials.
Students had relative learning freedom to search the appropriate material, such as text-
based, audio or video material. The means I used in the three tasks all help teachers offer
different types of input materials to students.
(iit)  Strategy 3: unfamiliar linguistic forms, related to language forms

Teachers not only have to provide a variety of materials but should also control
the level of difficulty and complexity of input materials, especially in terms of linguistic
forms.

In order to make each student at different language proficiency level challenged
but not overwhelmed when they receive the task input materials, teachers should grasp
some strategies for controlling the level of difficulty of the linguistic forms. Inserting

certain unfamiliar linguistic forms is one of effective ways of controlling the level of the
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difficulty of the input materials. By using this way in task, I developed several strategies
to add unfamiliar linguistics forms in task. I have mentioned these strategies with
explanations in Chapter 3 when I discussed Task 1. Thus, I am only summarizing them
briefly here. (i) Add the characters which consist of those unfamiliar linguistic forms
have been learned by learners. (ii) Extend the lexical collocations of general words based
on the vocabulary learners have learned. (iii) Develop new vocabulary with old
characters. Since learners know the meaning of each character in new vocabulary, they
can probably easily figure out the meaning of the new word with their cognitive
knowledge. These strategies related to providing unfamiliar forms in task input materials
are easy to grasp for teachers. Also, the forms inserted by those strategies are easy to

leamn for learners.

II. Strategies for task implementation

(iv)  Strategy 4: learner’s anxiety, related to learner variable

Strategy 2 concerns the learner variable from the perspective of learning style. As
we know, learners’ individual personality trait is also one of significant elements of
individual differences. Learning style is likely to influence tasks-based teaching at the
step of task design, while learners’ personalities are more likely to affect their
performance in tasks. Therefore, teachers should drive attention to learners’ individual
personality traits at the step of task implementation. Based on the question 3 at Table 1 in
Chapter 4, among the listed personality traits related with second language learning in
Table 1, learning anxiety is the most significant for second language learners. Therefore I

am developing a strategy to reduce leamners’ learning anxiety.
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Learners sometimes are not willing to communicate with their peers due to peer
pressure and lack of confidence, which leads to learning anxiety. Teachers should provide
assistance to learners at the phase of pre-task in order for students to achieve the goals
during the core task. Teachers also should consider avoiding collaborative tasks when
there are several learners who are easily getting anxious in collaborative tasks. However,
communication with peers is a necessary learning process when studying a second
language. Teachers ought to consider how to implement tasks to arouse learners’ interest
and build up their confidence in the communication with peers. In Tasks 2 and 3, I
utilized technological tools to facilitate my task-based teaching. Technological tools
make interaction and communication more flexible. Learners are no longer limited by
time and space. Using technological tools is one of effective ways to help teachers reduce
learners’ learning anxiety.

The key points for this strategy are providing the learners who are easily getting
anxious with more help at the phase of pre-task and assigning them more time to produce
or to achieve the task outcomes through various means including technology.

After operating the Task 3 with this strategy in my class, a learmer who rarely spoke
Chinese in my drill section wrote an e-mail to me.

“I know I wasn't a great student to have in class, but I definitely

enjoyed being in your class. Your teaching methods and style

were everything that I wanted my previous Chinese classes to be

like. Ilearned so much in your class and even though I don't speak

much or have trouble forming sentences, you have helped my

Chinese improve tremendously and helped me to over come

[overcome] a big fear I have of speaking around people.” (see
Appendix VII, p. 106 for the complete e-mail message).
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(V)  Strategy 5: integration of technology tool

I have mentioned technology tools can be integrated into task implementation
when discussing the Strategy 4. In Strategy 5, I will elaborate on why and how
technology tool should be integrated into task-based language learning and teaching.

I discussed settings in TBLT when analyzing Task 1. However, I have only
discussed the first condition in task setting: mode. Mode of setting requires teachers to
practically consider, among other variables, class size, how to group students, how to
assign task materials, and whether the task is to be completely or partly used outside the
classroom (Nunan, 2004). As for environment, I have not touched upon it because Task 1
only takes place in the classroom that is the traditional teaching and learning location. I
will emphasize the environment condition in task settings in this section however. Along
with the development of technology, “satellite, internet, cable television and internet and
increasingly mobile workforces” (Nunan, 2004, p. 72) have all become possible learning
locations.

All these technological tools facilitate development in second language learning
settings. Nunan cites three specific benefits of using tasks with technological tools
{Nunan, 2004, p. 73). First, technology tools make it possible for learners to have more
real-life interactions. This kind of authentic interaction is also individualized. Different
learners use different communicative strategies and target-language expressions to
achieve communicative goals, and this sort of practice is no longer as mechanical as
pattern drills or translations. For example, in Task 2, at the phase of post task, students
communicated with native speakers of Chinese on blog by means of making comments to

one another.
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Second, teachers do not need to make connections between second language
learners and the world of real-life communications. In the blog task, students making
comments do not use linguistic forms identified by teachers. Although this task is called a
focused task, it focuses on language more than on linguistic forms. During the pre-task
and core task, the linguistic forms have been prepared for the post-task so that students
have already gained effective input before the real-life communications. Teachers do not
intervene until at the end of the task, when they have to correct students’ errors, such as
Tasks 2 and 3.

Third, the relationship between the teacher and the learner has changed. The
teacher needs to drive learners’ attention to their linguistic errors at the end of the whole
task cycle. This step seems trivial, but it is significant for learners’ second language
acquisition. Since it is not necessary for them to be involved in the interactions during the
phase of pre-task and core task, teachers devote more time and energy to help individual
students correct their errors in order to avoid fossilization in SLA. For instance, as I did
in Task 2, teachers can provide students with a personal error sheet as learning records by
listening to their oral presentation recordings and viewing comments in written Chinese,

or the teacher can discuss with students one by one about their errors.

Further study

Since this study 1is still a work in progress and has been conducted in a short
period of time, it has certain limitations. First, [ have not analyzed the collected data in
quantity and thus have not been able to present explicit interpretation of the advantages of

implementing the TBLT method for individualized Chinese language teaching from a
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statistical perspective. Second, the three tasks have not been carried out repeatedly. The
detective story task has been used three times, but each time I made various revisions.
The finalized version has only been operated once. As for the presidential election task, I
have implemented it twice but in two different schools. The arguments for those adverse
factors in this thesis are based on qualitative analysis instead of the analysis of quantities.
Third, there is also certain weakness in the task design and task implementation. For
instance, in Task 2, people may critique that there were not enough native speakers of
Chinese to make comments on Blackboard. Also, in Task 1 and Task 3, increasing group
size can be discussed more in the future study since the task procedure and the outcomes
should be adjusted if the group size is adjusted.

Additionally, I must mention a key issue in task-based teaching which I have not
touched upon in this thesis: assessing the learning outcomes. If one does not follow a
reliable and valuable assessment system, it is impossible to evaluate which task is good
for facilitating achievement of the learning objectives. Only when effective and reliable
assessments are employed, can we evaluate whether or not tasks help learners improve
their language proficiency. When reliable measures are utilized to assess students’
learning outcome after tasks, the strengths and weaknesses of task-based teaching can be
examined.

Given that this study is in progress, I will continue to work on my research. In
future study, I intend to design two experiments. The first is to examine to what extent
TBLT can assist learners to overcome learning weaknesses by comparing the differences
and similarities of learner’s performance in the TBLT method and in the traditional drill

method. The other one is to examine to what extent TBLT can reduce or even eliminate
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learner anxiety by comparing group performance both in drill class and in a task. These
two experiments will likely provide statistical empirical evidence that TBLT can

effectively facilitate individualized Chinese teaching.
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APPENDICES
Appendix I: The task procedure for detective story

F1 3 130 W15 IC 5 Procedure for Detective Story
«8  Please read this procedure sheet in order to make sure what we will do on Thursday.
Introduction to task:
This is a detective story. You should read your own paragraphs and answer the questions before
going to Thursday’s class. During the class, you should re-organize the whole story by means of
communicating/discussing with your partners, and then speculate who stole Zhang Dazhong’s
camera.
[We will record this activity by M-Audio]

Procedure:
L Each section is divided into two groups. Each group has 4-5 students. Each student in one
group has your own information

II. Please read the short paragraphs, make sure you know the plots and details in your parts,
and then answer the following questions. That is Wednesday’s assignment homework. You are
not allowed to read them for your classmates.

. During the Thursday’s class, you are required to exchange your mfonnatlon w1th the
other students in your group You are encouraged to narrate your parts i

12 a J ] Juestions on any plots expound
reasons, etc It will take 40 -43 mmutes for your group to reorganize the whole story and find
out the criminal.

IV.  Atlast, you can choose 1 student in your group to report the sequence of the story and the
result, i.e., your group think who stole Zhang Dazhong’s camera. The rest of students are
allowed to help them explain.

V. If two groups conclude different results, you can argue.

VI.  Youneed to write an investigation report as a take-home essay at the weekend. It is
expected to explain your own opinion.
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Appendix I1: Sample reading assignment for the pre-task of detective story

$13 130 W15 IC 5 ¥ %5 5 (Reading for Detective Story)
*BEED—ER T EAEN
Read the short paragraph and make sure you know all of plots and details in your part. You are
required not to share your information until at Thursday’s class and tell the students in your
group your part as details.
AW wKb. HKPMRARNE.
RATHORF . WERAHRS R . RTHIE. ZXF(rallan) B TR F R

L ERfT

BHA—KE, RRXPHERIREHNEHENLE TRIT. RITENAFIALE, ATRE
ARKPRZFBITH VIP BE, FULRLEBPEGMRMRS, AFRE (paidul,
stand ina line). {HRSRMTEAH, WA T, —LETEAR(staf fYETEFERE, FL
WRFAFEF—SIL. BATHBAERAT, FUKKPXRNE, hrekEX—MEE.
fAERAHNURE B CROBT L, S BXENERRRIFHEMANL —ETRE, TRIERE
ATHET, RERLET. RTSEHNB RS FEARTHEINFEFIAZERORE, T
R AP HITREKIAN IR R BROREIE.

1 1

1. KRPERTHA A7 R 2 BRG?

2. KRPAHLAEEXLFE, BE5HFREBTUIRERTE?

3. BIREH 3SMEREFAXRN, RAHTEQERHE, LREME, FRMRSE.
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Appendix III: Sample for student’ post-task writing assignment for Task 1

Name:

12/8/08

HERE

=K, KRPHBHLZPREDIFAALHHERRBR, BRERAKKFOTH
HRNEHAER T .

BE=RERAE, BEAETEMRARXHFN. EMERKKPRENT ‘A8
w7 HiLE T, RERMEEFEATHE-F, TAARERITF. ATHESEAF, HUELHKP
ROT MBI AN, FBHRKPR, AT ERDNFUBITETE, GANF—RE—
FRAMBECRE. KRPMEESFRNCHROENRG ALK HITHE TEE
HAFHRBESTNE R, FRPEZE, IREDFORGR, GRTUERRERE. &M
MzsERBla > AR RAENBER T .

BRAEANAR—MDRIERS BN RATH W — R TP RN i
IMREE =1 F—PRKKTHRMEBEHROIH R, KPEHB— MR X B
%, EREET. TRERMAAB N LEE - KXEENRELE. ERXEE, EES
BEEMERZIRANEE, K8, EAR-EAESNHNEARRI RS KPEREN
s, BRSS RO BIKP P — MRIAMK BN, BTLL, ABEABERE, —NIAKLK
ERAIRAER.

H-MRERK K P IR — R EERFURE AT, E R BR/NF LK R RATH
KR, MBAIREZ—MRITH. ERTHANE, KXPeERIFLSETERRBR, 1%

PLik F iR A .

BE—TRRPINE#EAMBELE, I R BA /DS MRS A2
WEAREGR. BATAE — SRR RE, BRFABKPRDIFHAK, TFBHL
BE-METE, LB EFRFUNRT. FR, MFEREBOMNK, EETHFUER
THRATHEBA Y. BF, PFEBRTURG, FEREYE, TR REHRNHEETN
LB, FHE CBBIERTHEE, FUXERRT.” BITARZ-SE8H7 - 2&5%. &
G, RPAADNFEFFAR G, SRR N RIS T . RATV IR RS AT
IRATH A SR —RWHA . BATI AT ES TRAN, WHM& 7R FHERS. &4
WABMAEIE RS AR PRI, KPEBRN &, SHHTHOSRE. ERBHAYNXMG
FE, RPmBMALLERERS AN SWRHEERME. L, BN ASEEG P RBANL.

FrLL, BATARE AR MR /DREIE B LM% AIRATH I FUMEE, E LR
il B 8L AR A FAE AL

99


http:4'~.mmiJ:~J;5.4S
http:a~~~~.ft
mailto:iJ:~fi~a@.~~~.~.fi
http:mm~.m.**~~m.~fi~~~Ma~8~.&"m~~."~I~.WH

Appendix 1V: Reading materials for Task 2

") F2R

Lot aweg com

R¥. TRM

R (CCTY) £ (Host) HANABERELTEFME

T AN
HEAREm . ST

RAFEE BTN

AWM GLEBHAE ARE—BEWRNERE, EEAWHEEXERT 6 F. Bif, RH
(CCTV) B 4% (host) KARAEMMIEE (blog) LEH “HUEEMELR” MNP EALIUASE
ER—HMEUW. AABCNE2F7AEER A% CEO)RYE, EXEETAMNEB#ME . IR, Wl
MHVFLE, HE (article) UKL, EEEMB 50 75, W EM (internet) RRFIHFF. TiLE
ELve 5 th B bR A TR R

BHEARNE, EERRGERE 4 Rusnl EE—KK, “LBER, MERETHEIE 4 &
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ARMRA LR —#RKE”. EBEAAN-BRED, BERE “TBRHEZ 2 RN
7, AL, BURARPOEREREURAREBRAEARMPEXHLESHE R, “BER
FRNTEXHHAR”, BRNE, BECTAERSRE, 20 EE5ETENBERAT %
H,

“BERERRAAHFER GE)”

EWRMNE, NEFNBREEALEEARESN, SEFIREAMNBEERN, SFEK
ABET, “RANBEBAESIFERY, ECREAR TR SIHEMFENME .

PR, ENITENXE, R (interview) TR 300 E4ABEAESE, A
SR« @K (Bill Gates), FrLMbi&nl, “HEFEMNERRL” CL&EWH ELEHSRAER, “H2H
oA AN B WK o0k X OB ¥ 4 H O X O W & & A 7 .

EE, HRWEBEASY (Yale) )—K4E CEO 4 (sumit) |, RBBEEHH CEO &
e M, HRAAFRUEL, “BIANEEC TR AR AL E (India) B R ITE (Taj
Mahal), ¥EION/RFE (Versailles), REMHA LI E (Buckinghan Palace) FIEHIHR, BEE
BERARETEMERNEXKE”, BRBRG—FBRE. EXRIHE, ZRUGMaERMN,
FEELARSNGTER, BEAMAEET, SREAEMKRE.

“TERWBEERMES"
WA A, LRGSR EMH BT, AIRWEITEG. SEEEGPHR, 6 4
HREMENERT, BERAEMEEFHRER. SRARTERRIAHLUN, EERSESE
LB I EBEMORELESH, RED (protect) PR K. Fil, EXAFLUNECTHE
EATEGHBNHE, LR T A EA K.

Adapted and glossed based on the original blog article.
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Appendix V: Sample comments on blog for Task 2

BLOG:

https://blackbeard. hamilton.edu/webapps/portal/frameset.jsp?tab id= 2 1&url=%
2fwebapps%2fblackboard % 2fexecute% 2flauncher%3ftvpe®3dCourse%26id%3d
10127 1%26url%3d

(This link has not been available unless ask the technicians at Hamilton College to
reactivate it because it was a part of course materials and only accessible from Hamilton
course CHINSES 140, 2008)

EAMHMELBREVHANEESR —HHxR, IR EEBEARER. BRVNELERMER
B Starbucks AR RIEH WA KRS, AomeEiEst o B B AH 44\, B PERzZRNXE
BWHEW. REBZXMAREE.

Friday, 04/11/2008 11:52 PM by Jennifer Whitman

B AERR AN E 2B RRAR— A&, FUNAHT MEEREBN KA NEET
EF. MWHRHARL ATENERRARZHGEIE K2 —Nhos . EHIXEKHR
Ex P EARAERE. B, HEAARR ERREXANAT, BXENLA TRIZEF
Bt . RIS Y MR SR SRR,

Wednesday, 04/16/2008 08:21 PM by Michelie Fisher

EREXR, BOEFTFFZENER, HMURRAANEE-B. SRREHRINHFERITH,
FAIRRBUHEBUORIANEE. BERLSWBEBWRES,. R PTWEEREIERR A6
R, AR EE K kRS RIS RN

Thursday, 04/17/2008 6:46 PM by John Lofrese

REFH T RIIE R BE AR E A PINEHE, TTRAMIRRARENR . WA RERHE
FHREGEHAGAORR. BOBLRBMNZRZMERANER. REIABAZTE, TEAHKA

HPEANBERVNEREFNERXR.
Thursday, 04/17/2008 7:08 PM by Ashley Chang

B T RBERGIA AN MHEERR M RAKAE. REREYPEXURAY
WM. BAFAARREATNFRMEFEXA P 0. BRHEBFREXHKEFE-RM

#P. RMIEEFESARCK. BNEFREFHEH. R EXRAANBE.
Monday. 04/21/2008 1:58 AM by Ebony Dovle
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PRI AN R UL R - REARUCAHEAPRARAAERERENEC TR T XE
FHEFEAN. BRMOVERILRRGE &, TREFHRENN. BT ELRT— LB R -
ARM, i R ANk .

Friday, 04/25/2008 4:22 PM by Chelsea Stone

P ESHINBEER R R E R starbucks RE—ANDWEEE, TR—MKHEE. EREXR. $E
AR FBLEANPDEE. B starbucks AME R, MAIALE, MITFLZMITMMmEE. FHH
WEHHRERZHENUZ— ABNETL. EREX, BRX—AERMHATER, i
%3t starbucks B 98 E 40 L.

Sunday, 04/27/2008 1:05 AM by Rebecca Ching

FHEEREZH. REBSRORVENFEA —ENERYE, EREEZEHIR-ARHHKRK
w8, AREEFNRERINEABT KT REGEEEHTREREEHFARFEST THPFEHX
h, THREZREMEEOTEEERMEMN A ZBE. GX, AMHEXANEES B, EHirxR
4%, FEOEAERALERESR. XA, REE, EORANEFREMTE, EUERER
HHFE. BW

Tuesday, 04/29/2008 2:45 AM by Duan Li, a Chinese native speaker
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Appendix VI: Survey on second language learning

1.

Do you think what your Chinese language proficiency is?
Naive

intermediate-low

intermediate- high

advance-low

advance-high

moow»

What is your best language skill(s) in the second language you are studying?
A. Speaking

B. Listening

C. Reading

D. Writing

In your opinion, which language skill(s) is the most important?
A. Interpretation

B. Comprehension

C. Clarification

D. Negotiation

What is your learning style about learning foreign langauge?

A. “Visual” learner, people cannot learn something until they have seen it.

B. “Aural” learner, people seem to learn best by ear

C. “kinaesthetic” learner, people are good at physical action such as miming or role-play

Do you think your personality affects your ability to learn a second language?
A. Yes

B. No

C. Maybe

D. Iam not sure

If so, which of your personality traits influence your second language learning?
Anxiety, feeling of worry/ nervousness and stress

Self-esteem

Empathy

Dominance

Talkativeness

Responsiveness

mTHODOR R
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7. Which teaching method(s) would be more helpful for you when studying a second
language?

~SCFZQTEOOD»

Repeat, imitate, memorize

Mechanical pattern drill

Translation

Communicative drill

Communicate with peers though discussion or pair work

Communicate with teacher and peers in class

Communicate with any native speaker or peer both in class and out of class
Presentation in class

Collaborate language tasks (cooperate with your peers to achieve a assigned task)
Watch TV or read news paper whatever you understand or not

8. What is your language learning strategy?

TQPmEUOw»

o
»

. Speak as much as possible in class

Avoid speaking in front of teacher and peers, but practice by yourself after class
Avoid speaking in class, but practice with native speakers

Do not feel uncomfortable if you make mistakes

Think twice before speaking or writing

Speak out without thinking

Notice the difference between your sentences and native speakers’

Never draw your attention to the errors as long as you can communicate with native
speakers

You feel so shy when you speak Chinese that you avoid speaking and prefer reading
and writing

9. What is your successful and unsuccessful experience with learning Chinese as a foreign
language?
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Appendix VII: Student’s e-mail

Chinese Class inbox | x

-o me show details 5/14/10 4y Reply v

Heyy Lucy,

1 just wanted to emait you to thank you for everything that you have done for me this semester and a wonderful
class experience. | know | wasn't the great student to have in the class, but | definitely enjoyed being in your class.
Your teaching methods and style was everything that | wanted my previous Chinese classes to be like. | leamed
so much in your class and even though | don't speak much or have trouble forming sentences, you have help my
Chinese improve tremendously and help me to over come a big fear | have of speaking around people. You are a
great teacher Lucy and don't let anyone tell you otherwise. Keep doing what you are doing and | know that you will
go far. | don't know if you will be back again next semester, but if not, it was great to meet you and have you as
my teacher. | wish you the best of luck in the future and | hope we can still keep in touch. Take care Lucy and
have a wonderful summer! ==

Best Regards,

106



REFERENCES

ACTEFL. (1996). The Standard of Foreign Language Learning. Retrieved
from ACTFL: http://www.actfl.org/files/public/StandardsforFLLexecsumm rev.pdf

ACTFL. (2008) published on line. Chinese proficiency guideline. Foreign Language
Annual, 20 (5), 471-487.

Brown, James, Thom Hudson, John M. Norris and William Bonk. (2002). An Investigation of
Second Language Task-Based Performance Assessments. Honolulu, HI: University of
Hawaii Press.

Carroll J.B., R. Glaser. (ed.). (1965). The Prediction of Success in Foreign Language
Training. Wiley, New York: Training, Research, and Education.

Chen, Dai, Chuanren Ke and National East Asian Languages Resource Center. (2010).
From Form-focused to Task-based CFL Instruction. Columbus, OH:
National East Asian Languages Resource Center, Ohio State University.

Ch’en, Ta-~tuan, Perry Link, Yih-jian Tai and Hai-tao tang. Chinese Primer: Character Text.
(1994). Princeton, NJ: Princeton University Press.

Chou, Chih-p’ing, Yan Xia and Meow Hui Goh. (ed.). (2001). All Things Considered.
Princeton, NJ: Princeton University Press.

Chou, Chih-p’ing, Joanne Chiang and Jianna Eager. (1999). 4 New China. Princeton, NJ:
Princeton University Press.

Chou, Chih-p’ing and De-lin Chao. (1992). Intermediate Reader of Modern Chinese (Vol. 1).
Princeton, NJ: Princeton University Press.

Eckerth, Johannes, Sabine Siekmann. (eds.). (2008). Task-Based Language Learning
and Teaching. (1* ed.). New York, NY: Peter Lang.

Eckerth, Johannes. (2008). Task-based language learning and teaching-old wine in
new bottles? Portland State University.

Ellis, Rod. (2000). Task-basd research and language pedagogy. language teaching
reserch , 4 (3), 193-220.

Ellis, Rod. (2003). Task-based Language Learning and Teaching. Oxford, England: Oxford
University Press.

107


http://www.actflorglfiles/public/StandardsforFLLexecsumm

Ellis, Rod. (2003). Design a Task-based Syllabus. RELC Journal. 34 (64). Retrieved from
http://rel.sagepub.com/content/34/1/64

Ellis, Rod. (ed.). (2005). Planning and Task Performance in a Second Language.
Philadelphia, PA: John Benjamins Publishing Company.

Everson, Michael Ed.. Yun Xiao. (Eds.). (2008). Teaching Chinese as a Foreign
Language: Theories and Applications (Bilingual Ed.). Boston, MA: Chen & Tsui.

Jin, Hong Gang. (2010). Task Complexity and its Effects on Interaction & Production:
An Experimental Study of Task-based Instruction. Journal of the Chinese
Language Teachers Association. 45 (3), 101-135.

Jin, Hong Gang and Shengjie Lu. (2011). Participatory Leaming in Internet Web Technology.
Taiwan Journal of Chinese as a Second Languages. 2

Johnson, Keith. (2003). Designing Language Teaching Tasks. New York, NY: Palgrave
Macmillan,

Haggstrom, Margaret. (1994). Using a Videocamera and Task-Based Activities to Make
Classroom Oral Testing a More Realistic Communicative Experience. Foreign
Language Annals. 27 (2), 161-174.

Ke, chuanren. (2006). A Model of Formative Task-based Language Assessment for
Chinese as a Foreign Language. Language Assessment Quarterly. 3 (2), 207-
227,

Kessler, Carolyn. (ed.). (1992). Cooperative Language Learning: a Teacher's
Resource Book. Upper Saddle River, NJ: Prentice-Hall, Inc.

Lambert, Craig. (2010). A Task-Based Needs Analysis: Putting Principles into Practice.
Language Teaching Research. 14 (1), 99-112.

Lightbown, Patsy M. and Nina Spada. (2006). How Language are Learned. (3 ed.).
Oxford, England: Oxford University Press, 53-74.

Liu, Yuhua. (2008). Integrated Chinese, Level 1 Part 1 and Part 2 Textbook. (3" ed)).
Boston, MA: Chen & Tsui.

Lee, C. (2004). Language Output, Communication, Strategies and Communicative
Tasks: in the Chinese Context. Lanham, MD: University Press of America, Inc.

Long, Michael H. and Graham Crookes. (1992). Three Approaches to Task-Based Syllabus
Design. TESOL Quarterly. 26 (1), 2741.

Marysia, Johnson. (2001). The art of nonconversation: a reexamination of the
validity of the oral proficiency interview. New Haven, CT: Yale University Press.

108


http://rel.sagepub.com/contentl34/1/64

Nunan, David. (ed.). (1992). Collaborative Language Learning and Teaching. New York, NY:
Cambridge University Press.

Nunan, David. (2004). Task-Based Language Teaching. Cambridge, England: Cambridge
University Press.

Pica, Teresa. (2005). Classroom Learning, Teaching, and Research: A Task-Based
Perspective. The Modern Language Journal. 89 (3). 339-352. Retrieved from
http://www.jstor.org/stable/3588662

Rosa, Elena M. and Ronald P. Leow. (2004). Computerized Task-Based Exposure,
Explicitness, Type of Feedback, and Spanish L2 Development. The Modern
Language Journal. 88(2). 192-216. Retrieved from
http://www.jstor.org/stable/3588751.

Skehan, Peter. (1989). Individual Differences in Second-Language Learning. Landon,
England: A division of Hodder and Stoughton.

Skehan, Peter. (1996). A Framework for the Implementation of Task-based Instruction.
Applied Linguistics, 17 (1), 38-62.

Skehan, Peter. (1998). A Cognitive Approach to Language Learning. Oxford, England:
Oxford University Press.

Speen, Carol Anne. (ed.). (2002). New Technologies and Language Learning: Cases
in the Less Commonly Taught Languages. Honolulu, HI: University of Hawai‘ i at
Minoa.

Shipka, Jody. (2005). A Multimodal Task-Based Framework for Composing. National
Council of Teachers of English. 57 (2). 277-306. Retrieved from
http://www.jstor.org/stable/30037916.

Smith, Wm. Flint. (ed.). (1987). Modern Media in Foreign Language Education:
Theory and Implementation. Lincolnwood, IL: National Textbook Company.

Smith, Wm. Flint. (ed.). (1988). Modern Technology in Foreign Language Education:
Applications and Projects. Lincolnwood, IL: National Textbook Company.

Underhill, Nic. (1987). Testing Spoken Language: A Handbook of Oral Testing Techniques.
Cambridge, England: Cambridge University Press.

Walker, Galal. (1999). Chinese: Communicating in the culture: a field test. Columbus, OH:
Foreign Language Publications & Services, the Ohio State University.

Walker, Galal. Ed. (2010). The Pedagogy of Performing Another Culture. Columbus, OH:

108


http://www.jstor.org/stable/30037916
http://www.jstor.org/stable/3588751
http://www.jstor.org/stable/3588662

National East Asian Languages Resource Center, Ohio State University

Warschauer, Mark and Richard Kem. (eds.). (2000). Netwrok-based Language

Teaching: Concepts and Practice. Cambridge, England: Cambridge University Press.

Willis, Dave and Jane Willis. (2007). Doing Task-Based Teaching. Oxford, England: Oxford
University Press.

Yuan, Fangyuan. (2001). The Effects of Planning on Language Production in Task-Based
Language Teaching. (Unpublished doctoral dissertation). The Temple University,
Philadelphia, PA.

110




	Seton Hall University
	eRepository @ Seton Hall
	Spring 5-2011

	Using Tasks Effectively to Teach Chinese as a Foreign Language to College Students in the U.S.A.
	Shengjie Lu
	Recommended Citation


	tmp.1331661396.pdf.D7Z7w

