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Message from Your New Editor
Dear Readers,

This issue marks my editorial debut at JCLTA (or anywhere else for that
matter!). For a smooth transition, I thank our former and guest editors, Vivian
Ling, Neil Kubler, Claudia Ross, Marjorie Chan, Debao Xu and Cyndy Ning, for
showing me the ropes and doing the guest-edited issues to allow me some
breathing room. A special thank to our ever so helpful production manager Minru
Li, who is always just an email away.

For their unstinting support and professionalism, a sincere appreciation goes
to our JCLTA team—the editorial board members. I thank the outgoing members,
some of whom were ‘conscripted’ for a last review. I would also like to welcome
the new members, who have already hit the ground running: Professors Marjorie
Chan, Cecilia Chang, Mienhwa Chiang, Yu Li and Tianwei Xie. Our Review
Editor Professor Michael Everson deserves a special thank for managing the re-
view section of the journal with such finesse. I am also grateful to the many truly
‘anonymous’ guest reviewers who have selflessly agreed to help.

You may have noticed a number of small changes in the format of the journal.
To give more prominence to your input, I have listed the authors of the reader
letters in the table of contents. The blank spaces between paragraphs have been
deleted, to lend a more uniform look to the page. Bilingual keywords are now
standard. The online index should be current from now on. Putting all issues of
JCLTA online, which has been approved by the CLTA board, will be our next
major undertaking.

Our journal will undoubtedly play an increasingly more important role at this
time of unprecedented growth of the field. To maintain and enhance the quality
of the journal, your support is crucial. We need manuscripts in all areas related to
Chinese language instruction, i.e., pedagogy, linguistics, culture and literature;
we especially value papers that are theoretically informed and at the same time
directly relevant to the teaching of Chinese. We also need your help as reviewers.
With your support, let us continue to make our journal the forum that it has been
for the dissemination of research and pedagogical innovations.

Sincerely,
Zheng-sheng Zhang (GRIEA4)

San Diego State University

Journal of the Chinese Language Teachers Association i
May 2009, Volume 42:2, pp. i
©2009 The Chinese Language Teachers Association
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B3, K4, WAERL. IUKBSUERIE 1. 3. 4 Hiarn:

Figure 1. Percentage Distribution of Acceptable Tones in Test 1

100

75
80 . o4
60 5 50

40 -
20 |

0

Percentage of Acceptable Tones

Tone 1 Tone 2 Tone 3 Tone 4

Four Tones in Test 1

Figure 3: Percentage Distribution of Acceptable Tones in Tests 1 and 2

100
90
80 -
70 65 60 64 ¢
0 57 57
50
50 4
40 4
30 1
20 1
10 +
0

O Test 1
@ Test 2

Percentage of Acceptable Tones

Tone 1 Tone 2 Tone 3 Tone 4

Four Tone Comparison

Figure 4: Percentage Distribution of Acceptable Tones
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60 | w e Test1

40 —e—Test 2

Percentage of Acceptable Tones

Tone 1 Tone 2 Tone 3 Tone 4

Four Tones in Test 1 and 2

TN NS G IR AN G — A SCRIR IR Z Ab o FRATTHR A X e SRk
FEHEFWIR, FEXF AT AR DA RACH m) G R e 3 R IR Rt . ME—
TEAFIREL A, PRIRRAR I A S A ST AR A, IR SCTHRGE 1)
Gvla B i R IR 4 SPSS BAF T HAH

KFAELZIMATHE A5 — R A WS, RABEH QN LN AL, A
B 2 A R

A BRI T ER NS . R R R )
5531 TURIEES EUR B CAEAEN 3.5 BT 6 N, BTN T
0.58 Fbo IXFPULVLAG SR S r=E U, “ UM R 0.58 FPIITERK T 7,
BATVFEGNA ST 23 BT I AR BORE A 0, DRUTTZE T 18 P 0 BT o B AT T 3t 1k )
TRA-EARE T, H R AU A AR S LR S oo & i E R
A TR A — A S A — S T A R R e L R . K
AN R IX A 2 A R X — 7 v R R B DU 75 0 3 o S2Br AR N
TR FE IR A 0.58 B, i &ia 42 A cirhe kK 7, 48 hn 7 i a) .
XGRS — A 2, BZESE IR AR 8 T (W2 31 TR
—BEANITHE).

TAME R MLU K18, BATE S S AR T8 (B k384 50 40k
WREFAERTEE AR . e ULAE R — K TR] A, 228 BT AT R 22
b MLU (#y38-Ke3a W] 1 2228 1l 38 22 FiE s (2 i, TRl It 4 B 2 A 1
TEARBIIE I o 28R BATTIE v LKA A7 715 1 R0 I TRD ) 8t DRt — 250
B, (B 5 MLU FI4518 N 1% 2 25800 .

PATIENIE B B 43 BR RIS 1) 2 (03 40 2 A BT DX o B PRI (]
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BRAIAKE 20 TT 08T o AT IRATTAE 73 e S dra Bl I A I 2 22000 AN K, s
T A PR A BRS i) 25 28 iy REAS DI AR L R AR o 3 T T ) SR LD
PR SE R 2R 2] B4R A FIDUE DU P R A (I A T TG R 2,
PRI AR 22 ARG ARSI e i ORSR o TRATTUIRIAE T — BT x iE R
AT 3 BT INERE P 90 0T o

REWE AT EAHNAEVEA, TAT R mUE A BREMN T — MR
MR PR SErE . BT P IT 58 A OR 0 22 R A KPP AL, PP AL Y
AEEMEART R, M0 R S BUMVEAL e AT R L e SR BT ER S
DU S A R 22 I3 1) o AN ) DU 2 PP A AT IR TR . e Al 122
HITIE R, AP ISR AL VPl 3 A ME i i BRI, IFAT =
LA SRR S SRR R I 5 BRIbZAL, AR NIRRT R
SEWEUH S CH ERR R M A M) WARRIETT, ALY SR Lk
ORI, ARRAEMA ) T REE.  BRR R, BARIXAL AL 01F
ARSI 52 W I PUE AR, BAR DT Al 45 R BT PUE UM 43
AU, FEARFAUNIX Al(p > 0.1, WARICES 26 1), UESE T HAIBEH
JIPPAL A AT ST, AR BN R AT W TTRE A ] Sk

B P RR BT BME AR IAEA S A GG M . ST A S
FERI I [ 2 A DO DY 7 A0 1R 2 ST B4R A %S (B WL IR A LR 3K
), FA TN T EIME L Z SRR ZE T 45 R s e UL W] ) Ao 24 SR BT
PANTTNBITNAZL T i 22 >R AR 22 5 D P4 e R B e B A ke i o
AN BATIRN A ILAE NS AN R KA LR B 505 T A A B T
FUE KM I AU A WA B A AN 2 5 B A 2 B )
A DU B DA 2

VUL R MR (A ) L, AT e S WA SO R A R I < IEAf
e AHRRAR . EAAEANNESR . BRATHENE, ESbRN
R R AR IR AR BT B ERRT R R T
ZIa s PIIRATESE 7P R, SRR AR VEAS 0 T AN
TFHE R AER L AR AP R ARSCOOIER =5, K
T RS JEAT TR PRI, AR R
1A B X PO 0 B WA S R T - 53 A0 R B A Je SRR S I H v gk
(e

PEAN AT 5 A5 B L RO DU A R 2 S R E S B B8
WHIIA RS, W 5 R EHA DB AREEE B h EEK . £
IR B B AR BOAR T B A R B S AR, B3RS BIRE U
REAERML AT, M i, P RRIRANR P A8 B AP R [ 52 T oK. 1y 3
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T AMEEErE, BN R 2 A, AR e Y
IR ERESE, Ao as B AT T AR (KR A2, nl DGR BN AR i
VU v

Xk e R A A A A I (a], o PO SO B ST B T A B
A RARGE X — R A AR RE . 552 ST DB 413, AT R AR 2 I A 2
W, BN R, A A R PR e 8 58 PO AT REH L ROR B A —
FRERL.  AERATHIIMA, FATAT LIS B 22 A A 5 R R
AU DA ] DU AR 2 1 DY 75 PR R T o ISR, FE AR T R BB,
FAXNWEA T e M EWEM RN FHIRY], REF AR BSf
PR B SRR . SR, UK U AR — B BOF RSB IR
[ S g SCEHE S, DRI DY 75 PR R T DR ANREE o i AEIE BER R 7, 1Y
P R NEATAE B2 B P 2, NG SR By e

WAL, DUBECEAYI o — BT S 3 A S i 41 45 Al okt
ITIRE GRS T DURACE AR 4 H R, iDL DY A 1 H i 28 2 2
(B0 1R seAT, SRR S) S A AETR 4 M ) B2 5] T m] LU R B o
PEERNE R XS T LES i S I, BIZh UG PGE I A
IR G AE S BRNTE 520 P R S5 N«

i — IS 2 5 BRATTI A2 DU A5 ) A BT 1) L

JE, BIZE AR AN A B IS5 TR0 B SR, g n] BUE 2 1
EEAR A IR R B — B, A RGN B S T IERIIY
FHESE, DAITRAL T 4K M il RAEBREE 1w w2, HBuii—
AT RO ] SR AR R RIS W A B A R AN, 5 AT IEA
. XA e RA PP U ARESE, (b AN RE SR E Al i
RAHESL. PRI B BEVY A5 A 0 m) AR AR AN 23 T R 4R e AT

an EpTg, WOX— B BUR & SRAR RIFEAZ i T RE A HERf . LT SR DU
P E L AT BRI a2 0 iR e bl . iR
W W2 AR S X — R IR 5 A AE B U R R A

P AT FE PR RATT— AR X 2 ] R

Liang Tao & Lijuan Guo (Fi5%, 874 U5)
tao @ohio.edu ljguo01 @ gmail.com




hEZETERE PN BEIBRASHT

Study of Language Transfer in Vowel Articulation
by Chinese and American Students

MAARE A # BEE

shifeng @nankai.edu.cn hywby@nankai.edu.cn

WHE: A RS ISR, BEE RGBT R sg 2 AR
2 E PR ITHCI  E L ) 8 — o XS RR R S S ST s
+iE# (language transfer) I % . ASCIEMUES# 10 b 8%, KH
FEEE S B 78, R [ 2 A IR 0 TG R R [ 2R AR DB TG R
AR BB IR I G AT T IR T, s T oo kb BEEIE
BINZ A, FERES 807 TAER B T

XiBiE: LHEDE BEWKR EIE 0T EE AT

Abstract: The paper is a detailed study on the phenomena of language
transfer in English vowels produced by Chinese students and Chinese vow-
els produced by American students. Following the analytic framework of
canonical vowel pattern and making use of acoustic experiments, it reveals
the regularities of language transfer in vowel production. Some suggestions
are put forward on the teaching of pronunciation in the future.

Key words: language transfer; sound pattern; positive transfer; negative

transfer; phonetic instruction

— EETP

TEER VB S AT Ak,  BEEATRXS S I8 PR 21 T A
FIE 5 O AT O A BT ) f 2 — o IXFH SRR 38 08 5 A TPiE S ITE
(transfer) ILZ: (Ellis, 19860, & 5 IEM MM 5 18 & S UK P 7T TR
MOAHZFR L. FAE 1957 4, $72 (Robert Lado, 1957) BL{E 51 SC
VBT AR 22 ST AR AL R 5 R SOtk R i g 4 3] SORDHR]
I B A E AE S ek 257 (Odlin, 2001). MU, IEBAETE 52 S T
VERH — B SE B S AR — AR AL 5 R

VAW B E S AL S R4 08BYY055 IR HE T ALRHT H TIYWO06-1-005 (#5352 #F . 2K i ér
HIACTH BRI REFE T M2 T7 8 B o A1) 4 RE 4 6 5 b i (R DE8 A gt LA 4 Seao,
A b —IEE0 .

Journal of the Chinese Language Teachers Association 17
May 2009, Volume 42:2, pp. 17-32
©2009 The Chinese Language Teachers Association
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18 % B=E

WS IR MR A G PR S ERERINS H s A F
W, TR NI, FRMIEILR (positive transfer); 19 BEE S H 15 2 (8]
IR ZE R0, IR RN, KON TR (negative transfer) (Odlin, 2001 ).

B IR AR TE . TV NEDLOE CESANE T L. R iEy
FIERE AR, AR A . EFIEER S RE2E I FH . B
Wi, see FI miss X P AR G /s 0B AR W ULIRT, "B AEDOE TLIAIFEATE
15, Whi/sas. (/o misu/AE, PRI [ 22 AR 7R 2 ST AN 7 I 25 LU
Yo FUEREN S5 2] 3 R iR . B, v B 2 A w2 UAA 1A I
THEEEM (ship), FH82 L, MAIFEHESE (sheep)o X ABUEHH
TCEAFVYAN NS, 8T RN AL, 27 28 3% B Ui s th 4 S 4/
FREERR GRF% 2008).

B AT L, T2 2] 2 S SR T NS R S AH AR R ) 14
W, AR BEEIT R & o WLR AR Joi e — s S B RSP S L
ARS8 [ 2 AR B R T IR I R TR A e T R R BRI
GIMEAI S 6

= HERTEFREE

FF—FhE ST S HIES SR RGN, £ F H KIE SR (sound
pattern). BT RS R AT AR HEE T AR R FE P TH B RAE L. HRE
ANRE ST SHESHE, BRAE SR E Y. tEERELETTE &
GEPERIL, BFEM A A 0T A T e R E . AR o0 A . Ak
IRCH O RAESE Cf% 2008) .

FEAE T TR AAE R FE R G, FERTT AN O R, Ok
TOUTF EARE M . EDUEY, HIE B R ot SR G, TR
M —2K ooy (8, 2002); (EJCIEH, HEME BARNAL Rl 5 Bl sl B AE
T 5 AR T A R T ] R T SRR O o SERE O IR R A
HOCT RS R AL, B AR Rk, AR SO R R A
TCEAG S o

= ERHH
1. SRS . SNSRI )\ R TT R 85 . e DU o [ 2 A
RETAES, B, PR 25.6 &, UiE L, SE N —AME.
VU736 [ 27 A2 23 ok B 355 B g B AN A Y . 32900 B30, T EARde
19.3 %/, B A 38 5% [F 95 15 (General American English).
2. SRR . O A AR R B DOE S R S MR R . DU IR R



ey S g e Vo) 19

AT DUEFER T B AN B A . DEE R R NS EE AN R GRS
IR AL LA 00 o SEBOFE B TT R 22 SCR TR 37 S8 = AT . iR
FENL R NAZIE W B B =, BRI R e T4l Rk T AR
— . HHEITKEIT R ENE ST RS “5 Ligs TR
(Mini-Speech-Lab) #EAT7 . WA MGETHER .

3. AT FEES AT, o B R B e T A — SR (FD
N SRR (F2) W% . FIH I 3 S50 043 70 5% 3L PRI AR, mf LA
il s e I, XRRFE AL . 7R AR ISR b, AR 2 R
TIEARAMF . Joos B2 05K (1948) HHI LIIGTF AR —HLdkig (F1)
AR —4E, B8 IR0 (F2) AR N 7 —4E, F1 A F2 RS &2
$i¥1. Ladefoged B A2 05 6 (1976) S&LL F1 /R AAVE, ZkVEARIE, F2-F1
VERRARAR, XTEPRIE . ZEARSCH, BATIER F1 I EIALFR, F2 My RRHIARAR .
[, A T BT SERR W I EE 55, W R VbR e, Rl 6 b
HAEABFRIF T e A L CREE, 2002). SXFESH SR I 75 22 00 35 R PR IR
TR A TS A IR I O N R, 8+ B ZE 07 R T IR A5

4. SEBATS o BATRIF 7R 2 70 0 D6 v 98 2 AR RS R e S AT ER AR
T SR BUE AT I 0T A R T S AT, R It v [ 2 A R S [ 2
A R T B TR VE G T IR B DA R H R 2 2 0 9 ] 2 AR R 3 R DO 6 T B L
B, ORFBEE SIS, BT TR LRI,

N RERTEER

FEDLIE, FERETC T A P R B T . — oA A+
ANPIETT, AR AR Rl F BOT E T LB T A RE A B Al G
e WNERFEMRORTE, POEMTEF AT LA 073, IR dbs
T AR YRR bR SR B SURRIRANR . SR Y
JE T AN SR L TR IR ZE AR AR s IRAE 5 IO R o) B 2
Ry A Hon] DA e S AR IR A U HEDN A2 5 32 B35 TR LR DAy
FE R SR T SIS S MRS IEICR . Bteid, b Bl
AT A AR S SRS AL, A E L, AR, JRAE TR
LGS LA 5 S 8 A R SRIRIIE T AL, AT A B
A, AT LR AR TS TURAE T . UL TR
WLAR] WA AN G PR P R TR T o0 s 1A bRl T (K5 RE % LLAN R]
TR A FEA, A o ORI Ko ANl T R AR YR A
TR PR AR CESVE 1999) BItL, g @ AR RN, 20
PO o5 RGEHFERI s IRAETT AL bR T R IRAEVE R, FF 25 AhEAT 20T .
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20 % B=E

MRHE X IO A, 78l 15 (00 ANBRoe e LR, A =N e R 2R i e .
JCEre[e MU R E RN X BIAE S P . TR A GR T, R T RRT, BT
AFYNFER T o TG o[o) MU Bl 17 I HUFE S 7 il . 7Tl AT i
WL, NONIABREs FERTIE ST S BRI, AR ER g, SEBR Kk
Fot[ual, A ku, RGBT E . BETu T er[o] ISR K &
[or], AT EE, KA EERGT.

XA, EEIEIERLCTE A A Y s o as wEAS, HdAL vy w
NETCE, IR ICE, fal IRIGE, A YN ERIGT

AT F A A oo B DY AL ] A AR P R R 3 1 ) S A
TG AT AT

F2 2000 1000 500 HZ F2 2000 1000 500 HZ
200 200
400 400
600 600
800 800
1000 1000
F1 F1
F2 2000 1000 500 HZ F2 2000 1000 500 HZ
200 200
400 400
GO0 600
800 800
1000 1000
F1 F1

Bl— PEEEFRANETE AL
RO A, BATTar DO B DR 1 G AR R R R



R GE R M EHEIER AT 21

HERKR TG, W2 ZMERIT, ®ooiFA. wRKITT /a7y il s T oo
SHIBHEANTIOSAL R, Jay 0B a. uEES KR RIS 5 T
T/t S, F2 $0{E7E 800Hz LA T, (K ni/a/tbi i ~, Fl B{HAANT
800Hz, R C/i/ff) F1 $U{H KRLLE 250Hz /24, F2 $U{HAE 2100Hz /4,
% JRyHEAR I AT X IR LA K

A E TG R, SIa - W RIT T A JG 3 IR R 20 A0 7 M sy
B s 98 W o JUTRYHRAEICTTA. wZla), BE/ B SRICTT AL VAE =
B LESRISERT AR, TR BACT 0. X B ERE R, SR ICTN
(AL B SEFEE IR AT TC T A /20T — M B0 AR A0 76 2 S Br Lo 5 A0 U7 iR
A XRRFETT, &3k BARBCT s SR 0T 2 SN AR, RS,
WORGMER, HR— BT

MALE AR S, 0y WEERE—E, i LE; HRIuT
A~ VERETIET; i o, e E— M LR kK
W, GRREIR, HAWBYE: accdiiE B, AT,

B = B e A R AT R S B G N e s ot B (R
BF 1986). Pl AN I P LA RS IS, A I E S50 A4 K.
T PR 55 o3 = A N B SR AR B CLE [R)— N B i B o TR e
NoKUE, AR IO AL 0 TR, Wil ke X thl —Ff ] —h it
ANFERE T, EATT AT o A A A AR B

4k 3k 2k 1k 0.5k Hz

10.4k

0.6k

0.8k

1k

M= B AR RAERE (I Rt 1986)
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22 % B=E

f EEROERR

YRS, MonE I 124y, BfE/a. A is I UL U 04 0. 34 9. @
g/ (J.C.Wells,1990). X 12 NMREICFH, JCF/As ov &, e/ ANREH LT A
Ko TR EERE TG 8 X, SRS A ol 1 B B A A 5 2 5 ALk
T B SR I A ST R G, BT LK DY L AN R G
JCE U of ARSI ) LB A B ol OBk Y IR B 2 5 A A
o BRI BT 1 G A SR G . RIE, 36 ST
BRI EN Z R G as iv us o 3/ L wNEILTE, fos 3/
JCE, Jal ARG .

FEIUER T S MDOEMLL, EREUNMIL . SR SE R SOE X IR IE IR
BELR, NSRBI R BRI IEAE G B R . ASCIDY 4292 Bk
AR B M A o T R A, B AR SR T 28 EOE T 2
TN FE S LMIA% (Labov er al. 2005). KR35 N0 23530 26 [F 95,
MATITCTF R AT R AR B — e 1 25 5

I TRIBAT A H 75 2 07 Bt DU A7 55 [ 24 AR BT K (R 983 TG0 6 R B AT 43
o

FZ__ 2000 1000 500 HZ F2___ 2000 1000 500 HZ
200 (B ) 200
400 Co} 400
600 @ 600
800 800
1000 1000
F1 F1
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F2 2000 1000 S00 HZ F2 2000 1000 500 HZ
200 200
400 400
600 600
800 800
1000 1000
F1 F1

Bl= RELERRNIELEHMLE

SO S, BRI, 55 B2 AR B R I SEE TG A% R o P A
1Ol LTRGBS B = MR, TIPS BB = MRS R . X
TCETIU/AE BT 5 YERE LA o 25 e i) T T AR A6 92 [ A T I [u]
FLECHTIRIY, a2 & 5 347 Ak (Labov er al. 2005:101). Al 635 /)20 A
DU AR A AR, DU AR AN T8 AR XA B AR — B .

BATRT LGN OB TGRS R R A DS R IR HE AR, R G
WAUK I ol = MRETT, fis 0WAEZAA afiE8 AR TR, K
PLICTFA/ T, CAA wABEE R o/ AEZ A WIS e =, o
fus i/ ELER, aFELRAR RN, JTER LG T AL, B, i/
LA, ofiEL IR SIS = MAIB IR, Ja @ e W SRR, F2
BUEAE 800Hz LA _LI; (K o /a/bb 5 L 5E S5, F1 BUEANAE 600Hz A4, F2
BUELE 1000Hz A4 Bl @ e/ F1 BUE KZILE 2500z A4, F2 BUELE
2100Hz foifis A% Jad oA KN e WA E TG K R, S 20
BRIP4 mon i F R TG RS ) 2 A 7 M i 3. us ofs /i of
R, o IELIE I KARTAT; WAL E SR E, A wEfEREHI,
76 LIl /3. of EEREBAHE, 7], /o/fE R A wiELAs. ofiEL:
e KA T AT



24 8 BEE

F& (Bark)
1 1

F1
{Bark) [
| beat @ @ boot | 300

F1

. (Hz}

bit @ bird -
put

bet @ |0

- Goa

farther

| se0

AMERICAN ENGLISH Data: Peterzon & Barney 1952 | ooe

T T T T T 1 T T
000 2500 2000 1500 1000

F2 (Hz}

EEEEHANBEITLZHAPE (JE Peterson & Barney 1952)

B DU 2 55 Lo oA R N BT R R T AN TR0 B A5 2 o0 o
(Peterson & Barney 1952). EH&diik A 2Ly, MBI BIELAE A —
ALY, WG e (ul o BATDN R B =R DY i AN SRR G, BT
AERE 73 A o 2 R AR — S0
Joos (1948) A A AR M AR IR — AN o SR I IR SR AN A,
RUZ AR NPT R 8N 0T AR G 2 TB) B AFDN (7 B AR R RSO ) o A BRI
TE 2 LX) A7 B SORBN & MBI . PRI, 8RR A R
JBAE—E R, AT RSGSEL. A RAR, SR TR —ACkud, W&
HRSE, ARG, Xt AR EIEATR S, X RRR N —EL.
BT A POEFNTETE B G E RS R I AT IE S8 T 3XMdiyk, [W—i8 75 AN ]
R NFT RIS AS T0 8 AE 75 28 28 [ AR A B e — B, R —18 5 A
A B R N T et Jme — 8. A, — A ABoc i i R A AR
TN, TEACRA BT BLRIXAE T o XA, FRATTk n] D A ) 1)
R A BRI REE 5 1 R Sk SR I LU R 2 AT 36 B 2 S h 2 s et
TR T T R B Ol o



32 R G R D I BEE TR ST 25
. W . —_ ~,
AN PEHEENRELERE
FZ 2000 1000 500 HZ FZ 2000 1000 600 HZ
200 200
G u u
400 A 400
600 600
800 800
1000 1000
F1 F1
F2 2000 1000 500 HZ F2 2000 1000 500 HZ
) 200 200
uj
LA
:7 400 400
3
(:) 600 600
a 800 800
7
1000 1000
F1 F1

5 EEEFTRKZEETE AR

AT AT [ 2 AR 1 BB O R ) 7R AL B RS o A R AT
Eeige, & H A AR AR S 2 Ak o 8RSt v [ 272 A AR T8 e R A 5 A 1
FIPLE TG A% R EAT B, DS 0 B = Az i At R 22 S 1 5L AL

GO KRS, BAT0T CUE R b E 2 A R B S0E G BRIGE G R R A
AR 2 b 58, MSRMER = AIEA R Juir NI, By u/idEsk
R afJEL BRI SIS A =M, WAELICT TS, Bl %
B HMu. oL S AR BBk, R 25 S AIE B H
o, T ST B S S ERS R R A R, SR IRIRIE (F1D) $l KR 7E
250Hz /ify, B 3RIE (F2) $ff7E 2100Hz A4, T pki/a/é N, 5
—ILgRE (F1) $({E7E 800HZ UL b, ZH 3Lkl (F2) #({H7E 1200HZ LA



26 % B=E

i

o TR TEEE, T RE (F2) BUEBDN, 7 800HZ LA T . A&
XAk AERE R ) AR R

R, MATENERE, FIui AT, sy AT oo pmk e
FilA 3¢ us o/ IR PRI ok A DA e /R ol KAK L S 90 1) T 1
HeAl, HOBELMA. aiELATAT

Ba, MERALESRE, J09%A. o/AE LI, /a/fE R, /3« o/ Tl
(B3 of AN AL B R A KEGE, KT MIRFFRANHE, ZHIHH
N5 WIELIFATAT. LUK SO A 2 57 A% 8 52 B DB IG5 1% 5 43
AR R M BT EL

FEDET, e el BT T B 2R AR R I ) /3 0 X
MR UER I K. BATANE TRl LIRS, 769 B2 AR s ko,
ZHNE DNt BB . 48R, HIGEAML, XM REE AT
F, WA R v IR BB AT

POE R ATEAE DI ICTT, BT AR [ 22 A8 R XA e I, P ERHE 3k
ANBIMXT NG, SRAEMIEBNRS, KRS ARIEE. ERFERN
ol TCTF HINE B AN E , AFR TN ZEREK, Fl 78 400Hz A1 700Hz 2
(A5 1k

Vel 7S FEPRE 2 1 HE 1) — A 8 A P [ 22 AR B R (R DB e A, ] DR
128 18] H 1 ] 2 A R B DO T0 s R H MR 2R (1) 5% [ 2 A DB RETE R
T O B A O FE . ZEDGE LT s s TR B AT oo, SOeER
SRR G AL E AL XFE, E S AR R IEEA/ G, BT T
EIEB A AE TAEH . ZEEIDNT, A= AT HEAL A (0 T G 3 /i B A
1, FEARF S XU R AT [ 222 B R A e S AEM R R AL S S
JEVEHE R B B AR — L
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FZ__ 2000 1000 500 HZ
L 200
400
FGO0
i A
RiE T
+B00
hEA —
HiE
1000 = IE N
F1 | [®3

BN P EEEFRNFEELT SGELEEAME

TEP SIS R, BANIA T A C us o/ LS 2R R E /T
HR G ESEE, IR (F2) BUEI/DN, 18 800HZ LA T HiE i/
T LLIREE AT, BRI (F2) #EBCK, 7E 800HZ DL L. i/a/its
KoL EE N AERT, Ik (F1) R K, 7 800HZ LA b, & 3t
Plg (F2) BUEABER, 7E 1200HZ DL L JeiEf/a/ e thie S LaAg)s, 28
—JLHRE (F1) BN, 76 600Hz AT, & 3bdkig (F2) i,
7E 1000HZ Aifi o 3XKE, H M2 AP0 RIS /a/oa T f/a/ e iy, 552
GO R AE T VR« SUT R ATAS o [ 22 2 BT R I/ oo K 2 SR i B 4%
Sl G, Ti/a/oear WE 2 Ak T

BRI, FE2EART R SEE LT BARE S, HIFAS DOER R+
(K JCT5 Ty 1A A AL T DGE (R /e 5 RSB (K /e 5 Z [ AT B . X3
B PR [ 22 A7 e Al e PR R L 2 AR B RHE S, i B iR b2 78
TRt 5 o 2 A T R 9B /oG R BN W, BARZ 2T
POE R/ e T 1 L7 4B LA BB R 35 /ol e A A 22 0 . X
A PR [ 22 A2 22 BOR e X 20 UEE: R R /a AN PR iR /ad, TR 6 AR 2 FH REE 24
B HBE, rrAERE R

ELL LR RIL RIS R, 2R AR SR O SR W 2R A REE R
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Defining Curriculum Objectives in Terms of Learner Performance:
Justifications and Challenges1

Songren Cui
Bowdoin College

Abstract: Chinese language teaching is experiencing an unprecedented surge both at
home and abroad, and has achieved notable successes in material development, instruc-
tion, and testing. Curriculum objectives, as well as its study and specification, however,
seem to be lagging behind, though objectives are generally considered as one of the es-
sential components of curriculum, which set standards of evaluation, and also dictate the
implementation of instruction. So far, curriculum objectives have yet to receive sufficient
attention in the field of teaching Chinese as a foreign/second language. An informal sur-
vey of 44 Chinese language programs in leading institutions in China and the U.S. con-
ducted recently has found that the overwhelming majority has no proper definition of
learning objectives. This paper, based on the survey results and the author’ personal ob-
servations, compares the different practices of various programs and analyzes their
strengths and weaknesses. It presents the justifications for defining objectives in terms of
learner performance in Chinese language teaching, testing, and articulation, after a brief
review of the relevant theory of curriculum development. The paper also discusses some
practical issues and challenges in this attempt. It argues that if we want to bring teaching
Chinese as a foreign/second language (TCFL/TCSL) to the next level, it is high time that
we raise our awareness of this fundamental issue and have discussions in depth and on a
broader scale.

Key words: curriculum objectives, performance, define, instruction, testing
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1. Introduction

Curriculum objectives have received little attention in the field of Teaching Chi-
nese as a Foreign/Second Language. A perusal of the major treatises on TCFL/TCSL
shows that there is hardly any specific discussion about specifying curriculum objec-
tives in terms of learner performance. An informal survey of the Chinese language
programs in 44 leading institutions in China and the U.S. conducted recently has
found that the overwhelming majority had no proper definition of learner objectives.
While some programs stated objectives in their Chinese language course syllabi in
terms of how many characters, words, and sentence patterns students should master,
instead of what students should be able to do with these linguistic elements in actual
communication; others identified their objectives from the teacher’s perspective,
namely, instructional activities or teachers’ effort rather than the intended learning
outcomes; still others chose a certain proficiency level outright from some official
tests such as the HSK or the ACTFL Proficiency Guidelines, without considering the
differences between the two, and whether they actually provide reliable and valid
proficiency tests by the end of each course.

Based on the above-mentioned survey and observations, this paper discusses
some fundamental questions regarding curriculum objectives, providing a theo-
retical background of specifying objectives in terms of learner performance. It
then analyzes the negative consequences and possible causes of the current prob-
lems in stating instructional objectives. The paper presents the justifications for
defining objectives in learner performance in Chinese language programs, across
the spectrum of teaching, testing, and articulation between instructional levels
(including high school to college). It argues that if we want to bring teaching
TCFL/TCSL to the next level, it is high time that we raise our awareness of this
fundamental issue and have discussions in depth and on a broader scale.

2. Chinese Language Course Objectives: An Informal Survey
2.1. The survey results

The survey was conducted between late 2004 to early 2007, primarily
through informal interviews, and partially substantiated by relevant syllabi ob-
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tained from the interviewees or the Internet. The interviewees were asked to pro-
vide information about their Chinese language course curricula, particularly the
specific instructional objectives of each course, if there are any. There are alto-
gether 44 Chinese language programs in some major colleges and universities in
China (12), and the United States (32), a total of 455 courses at different levels®.
The survey may not necessarily cover the entire curriculum of each program;
however, it gives a general picture of the course objectives of these programs.
The following table is the summary of the survey results:

2. Chinese Language Course Objectives: An Informal Survey

2.1. The survey results

The survey was conducted between late 2004 to early 2007, primarily
through informal interviews, and partially substantiated by relevant syllabi ob-
tained from the interviewees or the Internet. The interviewees were asked to pro-
vide information about their Chinese language course curricula, particularly the
specific instructional objectives of each course, if there are any. There are alto-
gether 44 Chinese language programs in some major colleges and universities in
China (12), and the United States (32), a total of 455 courses at different levels®.
The survey may not necessarily cover the entire curriculum of each program;
however, it gives a general picture of the course objectives of these programs.
The following table is the summary of the survey results:

Table 1
Types of Objectives of Surveyed Chinese Language Courses (programs)
Courses Courses Total
Types of Objectives (12 pro- (32 programs) | (44 programs)
expressed in terms of grams) in the U.S. courses
in China
1. Textbooks 62 47 109
2. Linguistic items 7 6 13

2 As most programs in China offer courses in Listening, Speaking, Reading, and Writing for each level, there
are substantially more courses in these programs comparing with their American counterparts. In addition,
some courses in the same program have different descriptions of objective, thus the total number of programs
is not listed in the table to avoid possible multiple counts.

3 As most programs in China offer courses in Listening, Speaking, Reading, and Writing for each level, there
are substantially more courses in these programs comparing with their American counterparts. In addi-
tion,some courses in the same program have different descriptions of objective, thus the total number of
programs is not listed in the table to avoid possible multiple counts.



36 Songren Cui

3. Official standards 17 12 29
4. Teachers’ effort/actions 78 26 104
5. A mixture of 2, 3 or 4 113 39 152
6. Learning outcomes of 3 3
a specific lesson

7. learner performance 48 48
(yet unclear or inconsistent)

Total courses 277 178 455

2.2. The various types of course objectives — a closer look

2.2.1. Textbooks or teaching materials as objectives

This practice is at one extreme of all the surveyed programs in that there is
no explicit statement concerning objectives whatsoever, or even no written syl-
labus at all. The following remark of a program director best reveals, perhaps, the
mindset of these practitioners. “Why do we need that? We have textbooks, and all
we need to care is that students can master everything we have taught in the
textbooks.” It seems to them that since the textbooks have presented all the
linguistic items and communicative functions sequentially, as long as teachers
have finished the teaching materials from cover to cover, students should have a
good command of all the requisite knowledge and skills accordingly. In some
programs, objectives are not a common feature in all the course syllabi. While
certain course syllabi do not have any objectives, some contain vague statements
of one kind or another, similar to goals at best. There is, basically, no consistent
practice at all, even in the same program.

2.2.2. Linguistic items to be taught as objectives

This is a traditional practice found rather commonly in the past twenty or
thirty years but still lingering in the field of Chinese language teaching. The fol-
lowing are some typical examples,

e This course will develop speaking, listening, reading, and writing skills.
In the first semester, pronunciation and some basic grammar will be taught. There
will also be an introduction to the Chinese writing system. By the end of the first
semester, approximately 200 Chinese characters will have been introduced. By
the end of the second semester, most of the basic grammar will have been intro-
duced, as well as another 250 Chinese characters.
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e To learn 1,500 words approximately and further understand the knowl-
edge of grammar and master about 150 commonly used sentence patterns...*

e Through the reading course in a semester, students will master approxi-
mately 1,000 words, and learn about 60 linguistic items...’

2.2.3. Official standards or testing guidelines as objectives

It remains a popular trend to use some sort of official standards or testing
guidelines such as the HSK ((X 15 7K~F-7%1X) or the ACTFL Proficiency Guide-
lines as course objectives although it is not as popular now as it was a dozen
years ago.

® To enable students to reach Level 6 of the HSK (Hanyti shuiping kdoshi)
— the official Chinese Proficiency Test in China.

e By the end of the course, we expect our students to move from the nov-
ice to the intermediate level in both oral and written communicative proficiency,
a standard set by the American Council on the Teaching of Foreign Languages
(ACTFL).

e The teaching and learning goals are based on the ACTFL (American
Council on the Teaching of Foreign Languages) Proficiency Guidelines... The
instructional goals of the XX Modern Chinese Language Program are summa-
rized in the table below:

Listening Speaking Reading Writing
1" year | Intermediate Intermediate | Intermediate Intermediate
Chinese | High Mid Mid Low
1" year | Intermediate Intermediate | Intermediate Intermediate
Heritage | High High Mid Low
2" year | Advanced Intermediate | Intermediate Intermediate
Chinese High High Mid
3" year | Advanced Advanced Advanced Intermediate
Chinese | High High
4™ year | Advanced Advanced Advanced Advanced
Chinese | High High High
5™ year | Superior Superior Advanced Advanced
Chinese High High

* The Chinese original-Z4i# )i 1500 AN 7o, #E— A AEEAR, S48 13 150 422

A

5 The Chinese original — Ji—AN32 AR 152, (A 542 1000 AN 7e 40 (R3BHRIE,  [F]IS 22 5] 60

ANAEAEF AR
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¢ Through training to meet the needs of students in basic everyday life, so-
cial communication, and study in general, including: clothing, food, lodging,
travel, introducing oneself and one’s family, personal hobbies, leisure recreation,
travel, sight-seeing, social life and class discussion, etc. (Students) can compre-
hend basically audio materials that contain no crucial unknown grammatical
structures, new words not exceeding 2-3%, and with familiar topics, reaching the
HSK Levels 5-6 in general.’

2.2.4. Teachers’ effort or actions as objectives

It is interesting to notice that some programs have tried to specify their cur-
riculum objectives in performance terms. The agent of these objectives, unfortu-
nately, is not the student but the teacher. In other words, these objectives focus on
the input rather than the output, that is, not what the students will be able to do
after the course but what the teachers should do or plan to do during the course
instead. In some cases, the agent or subject of the sentences shifts elusively, from
the teacher’s perspective for one moment and then to the learner’s for another, or
vice versa (the underlined parts below).

e To develop students’ interest in studying and using Chinese, and impel
them to use Chinese to engage in simple communication. First of all, requiring
students to have correct pronunciation and tones. Secondly, requiring students to
know when to say what to whom, how to say it, and be able to complete a simple
transaction in communication, with rudimentary understanding of the context and
cultural characteristics in the process of communication.”

® The emphasis is on training students’ ability to read and write, enabling
students to express themselves accurately, fluently, and appropriately.®

e To develop and improve students’ ability to read and literary Chinese
(shiamianyu). Starting from the training of reading strategies, and by reading ex-
tensively materials in literary Chinese, to provide students with focused, system-
atic, and specific training in words and phrases, sentences, paragraphs and dis-

8 The Chinese original — i VIl Ziph & AR FEA H 0 ARG AAT M — e ST e 2, o Ao s
Ky & A AT, AEDAFED. KRB DNZE. RS ER. S0, Wt
AP DR E T N A . eg R AT RETC S E B s AR AT 2%~3%. i
RBME LS ML FEAILF] HSK 5-6 ibrift.

7 The Chinese original — 3537244 A2 2% SRS 0T (1) D688, (R AF 24 4= Reis A DOERE T i B A2
bro BAcEsRFEAERYR EMIES . B ORESREEEREAT 2G4, B4
i, RIS SE I MRS BR I R, FEMT A T AR RS BRI FE P TR T 5 SO R

8 The Chinese original — #& Bl Zr22 £ WM S RE ), A mebaf. Wi, SAhRIAA
CLIR AR
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course, so as to enable students to have the ability to analogize. To enable stu-
dents to read and comprehend essays of popular science and news reports, and to
have the ability to skip reading obstacles, obtain the needed information, and un-
derstand the gist of the content. Through extensive reading, they should also be
able to learn a certain number of new words accordingly. The reading speed
should reach 150 words per minute, and with a 90% correct of comprehension
when reading texts that contain limited unfamiliar words.’

e (WHO?) Attain skills that will enable the students to speak basic Chinese
and to read, write and present short narratives.

2.2.5. A mixture of linguistic items, official standards, or teachers’ effort as
objectives

The survey has found that some programs in China and the U.S. shared a
practice, that is, to specify course objectives by combining linguistic items,
teachers’ effort, and the official standards/testing guidelines. The words in upper
case are added by the author.

e Through this period of grammar instruction and comprehensive training
in listening, speaking, reading, and writing, to enable students to have better
command of basic Chinese grammar, and learn some new linguistic items, com-
municative skills and relevant cultural knowledge. (STUDENTS) Can rather
skillfully use the corresponding linguistic knowledge (grammars and vocabulary)
to express themselves both in speaking and writing in paragraphs, and be able to
use the language with considerable accuracy and appropriateness. After study for
one academic year, (STUDENTYS) are required to reach the 3rd level of Interme-
diate Chinese (developed by the Department of the Chinese Proficiency Test, Na-
tional Office for Teaching Chinese as a Foreign Language, the equivalent of the
Intermediate Level in HSK.)10

9 The Chinese original — 37 FRFIHE i 3% 2E B L POE S & 168 0 o MBI EER BEIIZRA T, i
B K SPGB BIAM R, (e, AT BR R TR AT R . REN. A
T IISE,  DAMEMATIERIS BE0E 28— I = (WU L R8T o BEHE L E — Motk (R RE S S R )
RIECF, FAAAUMBRERRETG . AITTRE R TSR EE ) . I Reilad X5 i 5 i,
H AR MR — s B R B S R AR IR RS, SREIA R 150 F/or BA L, BRfREA Rk
%] 90% o

10 The Chinese original — 8k BERY B (0 FNRERZ DL AR 22 A AT W bl sk 5 £ Gl 2k, il
S R POR IR TEVE AR, ) B S R SRR R I S AR
Ae i i i s AR .S 5 0iR GBIE, a0 T 13k, PinkB Rk, WMEhESEM
LLIRHERD . k. It —2EE 02D, BRIAFIPOEK T R AR A = F b B /MY
EHE RN AR E, XY HSK 145D,
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e Course objectives are for students to obtain Intermediate-Mid to Inter-
mediate High as per the American Council on the Teaching of Foreign Languages
(ACTFL) Proficiency Guidelines. By the time they attain this level, learners will
be able to conduct simple, practical conversations with Chinese speakers on a
variety of everyday topics. They will also be able to read simple passages printed
in traditional or simplified Chinese characters at about the 500-character level.

2.2.6. The expected learning outcomes of each individual lesson as objectives
This is, at least, a nice trial to specify the learning outcomes of each individ-
ual lesson, a breakaway from the very first type in which textbooks determine the
learning objectives. The questions are 1) whether students can all the tasks, and
how well they can perform, after studying a particular lesson, and 2) whether
students are able to use comprehensively various knowledge and skills learned
from different lessons to engage in more sophisticated communication in the in-
terpersonal, presentational, and interpretive modes. Here are two examples:

Communicative Objectives (of Unit Ten — Weather)
& By the end of this unit, you will be able to use Chinese to:

1) Talk about the weather and weather forecasts: hot, warm, cool, cold;
high and low temperatures; dry vs. humid air; clear vs. cloudy skies;
thunder, lightning, rain, fog, snow, typhoons, etc.

2)  Discuss climate: Beijing, Taipei, your hometown.

3)  Talk about the four seasons.

4) Make comparisons and contrasts: “San Francisco is colder than
Taipei, but not as cold as Beijing,” etc.

¢ After studying this chapter, students should:

1) Have a good command of the meaning and usage of these sentence
patterns and terms: ‘“zhaozhe” (according to; in accordance with),
“zuowéi” (be used as; be regarded as), “y6u...zlichéng” (be made of;
consist of), “baifenzhi” (X percent), “A gén B ydu guanxi” (A is re-
lated to B; A has something to do with B), “hdishi” (still),
“yaoshi...ndme” (if...then).

2) Be familiar with the meaning and usage of the vocabulary introduced

in the text and the reading.

3)  Understand the meaning and use of parts of a Chinese character.

4)  Understand the importance of writing Chinese characters correctly.

2.2.7. Inconsistent description of learner performance as objectives
The objectives below probably seem to be the closest to the model suggested
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by curriculum theory in general. However, in addition to not being specific
enough, the biggest disappointment is that these objectives are not found consis-
tently course after course both in progression in linguistic skills and communica-
tive functions. Sometimes, there are only one or two courses in a program that
contains such objectives in their course syllabi. In other cases, the same objec-
tives recur in the next sequenced course usually offered in the following semester.
Although these objectives are defined in terms of learner performance, they are
mostly individual teachers’ personal endeavor. In other words, their programs do
not have a systematic, coherent specification of curriculum objectives defined in
learner performance; all they have are inconsistent objectives for individual
courses only.

¢ Objectives of 3" Year Chinese
(Note: courses sequenced before this one in the same program do not have objec-
tives specified in this format, or even any mention of objectives at all.)
Upon successful completion of this course, students are expected to be able
to:

1) understand most face-to-face conversations and discussions within
the limit of students’ linguistic and cultural knowledge.

2) initiate, sustain, and close a conversation on familiar topics and in
normal social interactions.

3) read level-appropriate texts and comprehend the main ideas and
some supporting details.

4) write coherent, short essays (including narrative, descriptive, and
expository) with no major patterns of grammatical errors.

¢ CI101 Elementary Chinese I Objectives:
1) Read and write with the Pinyin system.
2) Read and write 240 Chinese characters and related compounds.
3) Carry out simple conversations on everyday topics.
4) Read a simple story.

¢ C102 Elementary Chinese II Objectives:
1) Add anther 240 Chinese characters and related compounds into
existing repertoire.
2) Carry out simple conversations on everyday topics.
3) Read a simple story.
4) Write out what you can say in Chinese.
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¢ C201 Second-Year Chinese I Objectives:
1) Carry out a simple face-to-face conversation with ease.
2) Narrate a simple story or describe a familiar event.

¢ (202 Second-Year Chinese II Objectives: (same as C201 above)
1) Carry out a simple face-to-face conversation with ease.
2) Narrate a simple story or describe a familiar event.

2.3. The negative consequences

A curriculum without objectives is incomplete, and curriculum objectives
stated other rather than in learner performance are inadequate. Thus the negative
consequences are self-evident. First of all, when objectives are listed as teacher’s
actions or intents, we will have no clue as to what students can do with the target
language despite all the wonderful things teachers may have done in class. After
all, students are the ones who are supposed to learn, and their success in learning
is ultimately measured by their performance. Secondly, the idea of using linguis-
tic items as instructional objectives has long been considered antiquated. As
Valette (1980:157) pointed out, “Language learning ... is not the sum of myriad
parts: it is not by learning 1000 grammar rules, 1000 verb forms, and 3000 items
of vocabulary, for instance, that one can suddenly read, speak, or understand the
language.” I have heard about a dozen times the question “what grammar do you
teach in the 3" year?” among Chinese language teachers on different occasions.
This reveals, to a certain extent, that the focus of instruction beyond the interme-
diate level was still on grammar, rather than the overall development of commu-
nicative competence. Over the past few decades, language acquisition theory and
empirical studies have proved that grammatical competence is merely a subset of
the latter, which cannot and should not replace communicative competence. It is
not necessary to dwell on the negative consequences of such misconceptions and
ineffectual practice in language teaching anymore.

Another downside is the arbitrariness in text material selection and instruc-
tional organization without considering specific and coherent objectives regard-
ing students’ performance. Since certain teachers are often designated to be in
charge of a specific level for considerable years in some programs, textbook se-
lection and instruction may be more out of personal preferences or convenience
instead of informed choices without sufficient coordination and communication.
For example, some programs used textbooks such as Taiwan Today (Teng and
Perry, 1998) or A Trip to China (Chou & Wang, 1996) in their 3" year courses as
a sequel to their intermediate level Chinese course (2™ year), in which Integrated
Chinese Level 2 (Liu and Yao, et al., 1997) or David and Helen in China (Zhang
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& Meng, et al., 1999) was the text material. The latter were, obviously, similar to
if not easier than the former both in content and language. Using text materials
with little or even no reasonable increase in degree of difficulty to sequence
courses drags the learning process unnecessarily, and may hinder the develop-
ment of students’ communicative competence. From my personal experience, 1
have met students who, after studying one year at college or a few years at high
school, could mumble some words about themselves or their families but failed
to engage in a simple conversation with the same content, or who could simply
read things written in pinyin but failed to recognize characters. I have also taught
3" year students who were able to answer comprehension questions by using the
exact wording cited from the text but unable to paraphrase in their own words the
sentences they recited. These are, evidently, instances of lacking proper training
in interpersonal and interpretive skills, which in turn indicate the randomness in
instructional organization. Such cases, I am sure, are not just personal encounters
unique to me, but on the contrary are quite common to teachers of Chinese who
have been in the practice for some years.

The fourth negative effect is the disjunction of assessment and instruction. In
another study, the author (Cui, 2006a) has found that a considerable number of
achievement tests in Chinese programs in China and the United States were
loosely or even remotely related to the objectives these programs claim to have.
Such disjunction may be attributed to several possible reasons: either the objec-
tives were not stated clearly or properly, or the test developers (usually teachers)
forgot the preset objectives (could be by the program director or other teachers),
or even worse, had no idea that the main purpose of achievement tests is to assess
what and how well students have learned after a period of study, and more im-
portantly, can demonstrate their competence in acts or performance involving the
use of the target language. For example, a conversation course in a program used
the following format in its final exam. It required students to listen to recording
and answer 48 multiple choice questions (3 and a half pages, 60% of the total
score) first, and then pick a topic from a pool of six to make a paragraph-long
speech (40% of the total score). The six topics were things like “talk about the
holiday customs of your country”, or “my hobbies (sports, music, recreations,
etc.)”. There is practically no interaction in this exam, either between the teacher
and the student, or between students. Such an exam inevitably has very low va-
lidity because what it focused on was not the conversational ability of students
after they took this conversation course for a semester, even though it involved
listening and speaking. Another example is the written final exam of an ad-
vanced-intermediate (3" year) level course in a summer intensive program. It
contains 3 pages with 4 parts: 1) choose the appropriate words to fill in the
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blanks — 15 items, 2) complete sentences with the given words — 8 items, 3) make
sentences — 5 items, and 4) use 100-150 characters to answer a question “how
much do you understand the geography or history of China?” Without going into
the details, simply judging from the face value of this test, we will have no idea if
the students, after nine weeks of intensive training, could have achieved more or
less the same proficiency compatible to a 3 year Chinese language course in a
reasonably run program in the US at college level.

While some programs (primarily in the US) adopted various levels of the
ACTFL Proficiency Guidelines as objective for different courses, some programs
(mostly in China) used the official Chinese proficiency test HSK as part of their
curriculum objectives. The problem of such practice, actually, was discussed over
a decade ago in the field of Chinese language teaching in the US. After reviewing
the basic features of curriculum objectives and the ACTFL Proficiency Guide-
lines, Cui (1994: 65) argues that since the guidelines are based on a deficit model
“The ACTFL Guidelines are, to be precise, assessment criteria only,” thus “sim-
ply cannot be adopted as curriculum objectives in the teaching of Chinese.” Even
in the mid-eighties, Galloway took the same position, “As assessment criteria, the
level descriptions at times focus less on what the individual does and more on
what the individual does not do yet. In extracurricular performance assessment,
such distinctions are crucial, for they establish the accuracy parameters in refer-
ence to certain communicative tasks and thus serve to hold level expectations in
check. However, because of this focus on deficiencies, the guidelines are inade-
quate as program goal statements.” She further stated that “This curriculum-free
nature of the proficiency guidelines limits their direct transportability to curricu-
lum and instruction either as learner goal statements or as learner achievement
indicators” (Galloway, 1985:37). As for the official Chinese proficiency test HSK,
despite all its merits, it is purely a test, which has the same weakness when it is
chosen as curriculum objectives. In addition, given the high cost of administrat-
ing tests such as the ACTFL oral interviews or the HSK to every single student of
Chinese language, one has every reason to doubt whether those programs that
have used the HSK or ACTFL Guidelines as their curriculum objectives really
give these tests to their students by the end of each semester. If not, though it
does not sound agreeable to hearers, it is like “hang up a sheep’s head but sell
dog meat (#:7F3L3ZHA]) — trying to palm off something inferior to what it pur-
ports to be,” as the Chinese saying goes. We should, therefore, follow Galloway’s
advice that “the [ACTFL] guidelines must stand apart from curriculum” (Gallo-
way, 1985:38). The same should be true to the official Chinese proficiency test
HSK.

Last but not least is the issue of articulation both between courses and cross
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programs. In some cases, several programs have identical objectives for sequent
courses, which have virtually no indication of any progress from one to another.
Here is a typical example,
¢ Chinese 201 Second-Year Chinese I Objectives:
1) Carry out a simple face-to-face conversation with ease.
2) Narrate a simple story or describe a familiar event

¢ Chinese 202 Second-Year Chinese II Objectives:
1) Carry out a simple face-to-face conversation with ease.
2) Narrate a simple story or describe a familiar event.

In other cases, without looking at the course title, we cannot tell which course is
more advanced simply by glancing at the objectives of two courses in the same
program:
¢ Course A
This course ... continues to develop students’ four skills of aurally
understanding, speaking, reading and writing. ...With increasing sophis-
tication in terms of style and usage... In this course students are required
to comprehend and produce paragraph-level Chinese. Rigorous practice
of spoken and written Chinese in complex communicative activities will
be conducted. Students will also do intensive reading of expository writ-
ings on a variety of cultural topics.
¢ CourseB
This course aims at helping students solidify their ability to compre-
hend and produce paragraph-level Chinese. It seeks to enable students to
understand face-to-face conversations on most familiar topics, give fac-
tual accounts, read material written in formal shulmian4yu3 Chinese and
write simple essays, reports and all types of correspondence.

In fact, the former is for the second year Chinese course and the latter is for the
third year course in the same program. Objectives with such vagueness are not
helpful at all to teachers and students.

3. Clarification of some basic terms

In education, while goals are general statements about what must be accom-
plished in order to attain the goals and satisfy students’ needs, objectives are
more specific statements about what content or skills the students must master in
order to achieve a particular goal. Figuratively speaking, curriculum goals and
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instructional objectives are at the two ends of a scale of generality, with the for-
mer at the general end and the latter the specific.

According to Brown (2001: 21), in language instruction, “Objectives come in
many forms and may differ in degrees of specificity even within a given program
primarily because they can serve different student needs that themselves vary in
level of specificity.” Nevertheless, it is preferable to specify instructional objec-
tives in terms of learners’ performance. Since language learning involves a stu-
dent’s mastery of the relevant knowledge and skills, which depends on whether
he or she can successfully use the target language to engage in meaningful com-
munication. Therefore, the specification of course objectives in terms of learning
outcomes, and normally accompanied with the program’s assessment strategy, is
crucial to the development of foreign language curriculum. Only when instruc-
tional objectives are specifically described as demonstrable acts, namely, learn-
ers’ actual performance showing the application of relevant knowledge and skills,
can we observe and measure the students’ performance, and then determine if
both the instructor and the students have achieved the goals of the language
course. Otherwise, we cannot be confident to say that the students have, not only
gone through the process of learning, but also had a fair command of the target
language after taking that language course for a certain time. This is the theoreti-
cal basis of curriculum development, and also the fundamental rationale behind
the development of all the proficiency tests, including the ACTFL Proficiency
Oral Interview and its guidelines.

4. The Possible Causes of the Current Problems

4.1. The influence of the Chinese traditional concept of teaching (#(15)
Curriculum development, particularly the specification of instructional ob-
jectives and the assessment of their achievement, has not been in the tradition of
Chinese education. For centuries, “jidoshii yurén” (Z(175 A~ impart knowledge
and educate people) has been considered the core responsibility of a teacher. As
Han Yu(5H#Y) said, “A teacher’s job is to transmit wisdom, impart knowledge,
and resolve doubts.”'' Under such influence, a teacher in China was often
viewed by others respectfully, but also assumed by oneself subconsciously, as an
authority figure who was expected to provide instruction and direct learning. The
word teaching in Chinese, interestingly enough, is “jidoshii”(Z(1}), which is “to
lecture through the book” in literal translation. It is, accordingly, not farfetched to
infer that teaching was teacher-centered and textbook-oriented. To a large extent,
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textbooks were the curriculum, which dictated instruction, and even the imperial
examinations. As for what students were able to do to apply the knowledge and
had what specific skills after studying all those books, little attention was paid to
such questions generations after generation, let alone to assess the differences
between students relevant performance before or after schooling. In short, the
concept of performance objectives has been a totally strange one in the tradition
of Chinese education. The influence of this tradition, unfortunately, has been still
lingering in the minds of a lot of teachers of Chinese language both in China and
throughout the world. As evidenced in the survey results summarized in Table 1,
a total of 109 courses in all these programs have taken textbooks as curriculum
objectives (Type 1). In addition, a considerable number of programs, to a certain
extent, have expressed their course objectives from the perspective of teachers
instead of the students’, that is, what teachers are going to do such as “enable the
students to...” or “develop the (students’) skills of...” , etc. (Types 4 & 5).

4.2. The sequelae of being a cottage industry over a century

Chinese language instruction had been a cottage industry over a century since
the language was first offered in the United States (at Harvard) in 1878. For years,
it was taught primarily by native speakers of Chinese, or non-native speaking
sinologists, who had hardly received any formal training in language pedagogy.
Without deprecating the great contributions our predecessors have made, it is a
historical fact that “learning through practice” (- H12%) was the best
in-service-training they could get in those days, and transmission of teaching ex-
perience from the older generation mentors to the younger “disciples” was the
major mode of teacher training. Since Chinese has long been a
less-commonly-taught language, professional training in curriculum design and
testing remains a low priority if not completely absent in the agenda of Chinese
language teachers’ professional development up to the present. Despite the fact
that Chinese language teaching has made tremendous progress in recent years
and become one of the most popular foreign languages throughout the world,
many teachers and even program directors do not have sufficient and adequate
understanding of the importance of curriculum objectives, let alone the necessary
knowledge and skills to define coherent curriculum objectives in terms of learner
performance properly. As pointed out by Zhou Yan (2001:F32), “Because of the
heavy teaching load, often time our teachers do not have time to analyze stu-
dents’ needs, not to mention paying attention to curriculum objectives. They tend
to simply follow the text materials or the collective teaching plans, but seldom
develop instructional objectives of their own according to students’ specific
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situations or needs.”'> Although this comment is mostly directed toward for-

eign language teachers in China, it is to some extent also applicable to the situa-
tion in the United States. This is closely related to research on curriculum objec-
tives and testing in the field of Chinese language teaching as a whole, which is
lagging far, far behind compared with other research areas. A glance at Everson’s
database of Research in Less Commonly Taught Languages, of the total 77 arti-
cles on Chinese teaching and learning published in major professional journals
from 1987 to 2005, only 2 touched the subject of learning outcomes (Elder &
Manwaring, 2004; and Ke & Reed, 1995), accounting for less than 2.6%. Even
the recommendations for basic Chinese and post-basic Chinese instruction made
by the CLTA Task Force (The NFLC Guide for Basic Chinese Language Pro-
grams, 1997) failed to mention the importance of specifying curriculum objec-
tives in terms of learner performance systematically, though the word “goals” did
occur a few times."

A common feature shared by these surveyed programs is that the most of the
objectives are the products of teachers’ individual effort in isolation. The syllabi
collected in this survey show that the ways of expressing instructional objectives
for each course varied considerably, even in the same Chinese program. Some
teachers told the author that there was no discussion or cooperation whatsoever
involved, and they just wrote the syllabus the way they thought it should be, or
modeled it after other colleagues’. On the other hand, some program directors
said that they did not have a chance to organize meetings with their instructors to
discuss the details of instructional objective or even the syllabus, and simply
trusted their instructors and approved whatever was submitted.

4.3. Some misconceptions among Chinese language teachers at large

The survey results and interviews, to some extent, reflect certain misconcep-
tions among Chinese language teachers at large. The first may be, perhaps,
named as “business as usual”. On different occasions, the author has heard re-
petitively sayings like this, “We have been in this business for years without per-
formance objectives, yet still able to produce excellent learners with high Chi-

12 The Chinese original - th #5415 %8, AN E W TLIA A S ELAT /08, =
HMELOESEIURIE I H AR, A5 IEEMBOHE, WA RRREATRIE, SRR
A= (RSB DO T E T E R Hbr. (F7E)

13 Kubler, C. 1997:46. “A Framework for Basic Chinese Language Programs”, Recommendation 36: The
assessment system should reflect program goals. If the development of listening and speaking skills is
included among the program goals, then a way should be found to test these skills on a regular basis.

Ross, C. 1997: 56. “The Framework for Post-Basic Chinese”, Section V. B. Learner's responsibilities 4:

The learner must know what he or she want to accomplish in Chinese and must plan a course of study that
will enable him or her to achieve those goals.
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nese proficiency” or “the reputation of a good program comes from its effective
instruction, not nicely-written curriculum objectives.” While these might be true,
does it mean that there is absolutely no more room for further improvement, par-
ticularly as a field? How can we be sure that the practice we are so used to and
comfortable with is the best way, or even the only way?

The second misconception is that instructional objectives are for “window
dressing” only, but have no real use at all. As Chinese instruction has gradually
stepped out its cocoon and started to have more exchanges with that of other for-
eign languages, some teachers might think that it is a trendy thing to do by add-
ing instructional objectives to the existing syllabus. Sometimes, when it is im-
posed from top-down, teachers might simply act in a perfunctory manner, to
make something up, just for the sake of satisfying the department chair or the
dean. Either way, it shows that teachers of Chinese have not arrived at a suffi-
cient appreciation of the functions of curriculum objectives, and the relationships
between objectives, instruction, and testing.

Another misconception is to equate certain official standards or tests with
curriculum objectives. Some programs, a total of 29 courses in this survey, have
used certain levels of the HSK in China or the ACTFL Guidelines in the U.S. as
their instructional objectives. This, naturally, leads to a frequently asked question,
“Why do we need to reinvent the wheel when we already have the National
Standards and the ACTFL Proficiency Guidelines?” As for the National Stan-
dards, the document itself has stated very clearly, “The standards are not a cur-
riculum guide. While this document suggests the types of content and curricular
experiences needed to enable students to achieve the standards, and supports the
ideal of extended sequences of study, it does not describe specific course content,
nor a recommended scope and sequence” (Standards for Foreign Language
Learning, 1996:24). In regard to the ACTFL Proficiency Guidelines, the ACTFL
web site provides some sort of answer indirectly to the question under Question 5
in the section of FAQ for the ACTFL Performance Guidelines, saying that “The
ACTFL Proficiency Guidelines describe language performance for adult lan-
guage users regardless of where, when or how the language is acquired. K-12
Performance Guidelines were designed to help educators better understand the
developmental path that language learning takes for students in a classroom set-
ting who are in a continuous process of cognitive development.” Without further
elaboration, it is crystal clear that standardized test such as the HSK or the docu-
ments such as the ACTFL Performance Guidelines and National Standards for
Foreign Languages should not be adopted directly as curriculum objectives,
whether in high school or college Chinese language programs.
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5. Taking the Challenge —Defining Chinese Curriculum Objectives in
Terms of Learner Performance

5.1. The necessities

There is no doubt that all Chinese language teachers have the desire to make
their teaching effective. However, effective instruction does not fall from the
heavens but requires careful planning, regardless of variations of individual
teaching style and preferred teaching method. As Hadley (1993: 481) points out,
“First, effective teachers plan instruction carefully and effectively. They have a
clear idea of what the programmatic and course goals are, and they try to reach
those goals by actively involving students in their own learning and appealing to
their interests and needs. Obviously, daily planning must be related to an overall
curriculum plan if it is to be effective. Therefore, teachers need to be concerned
with long-term curriculum goals, and, ideally, should be involved in both the
planning and the evaluation of the curriculum in their own institution.” While
many teachers spend hours and hours preparing and revising their lesson plans
every year, very few of them have considered carefully and comprehensively
what changes these individual lessons plans, by the end of the course, will bring
to their students communicative competence, specifically those acts or perform-
ance tasks that can be observed and assessed after they have finished implement-
ing these lesson plans. In the meantime, even when teachers have tried to include
specific instructional objectives in their course syllabi, it seldom is seen that
teachers in a Chinese program have been invited to sit down together with the
program director to discuss the curriculum objectives across all levels in the en-
tire Chinese language program.

According to Brown (2001:75), “Developing statements of perceived needs
into program goals, and these in turn into clear objectives, is an effective way to
clarify what should be going on in the language classroom. Once having thought
through what will be taught in each classroom, planners can make efforts to co-
ordinate across courses and throughout an entire language program. In other
words, the process of converting perceptions of students’ needs into goals and
objectives provides the basic units that can in turn be used to define and organize
all teaching activities into a cogent curriculum. Once objectives are in hand, the
basic elements of the students’ needs can be analyzed, assessed, and classified to
create a coherent teaching/learning experience. In short, objectives provide the
building blocks from which curriculum can be created, modified, and revised.” If
what Brown says is correct, then we must think seriously about the foundation on
which, and the procedures by which we have been developing our Chinese lan-
guage curriculum. Yes, textbooks are absolutely necessary and teaching methods
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are undoubtedly important. They are, however, not the building blocks for cur-
riculum development, modification, or revision. Without clear objectives, it may
well be like sailing without a compass, cruising with the wind and drifting along
the tide. It might not necessarily bring the passengers to the proper designation
however fast the boat and skillful the sailor could be. On the contrary, curriculum
objectives described in terms of learners’ performance can give a director of
Chinese program a whole picture of all the courses at different levels, like a
blueprint to an engineer, a graphic image or a miniature model of the completed
building to an architect. They facilitate the overseeing of the instructional opera-
tion as well as the coordination among teachers throughout the entire program.

Coherent performance objectives enable teachers to see both the woods and
the trees. With specific instructional objectives in mind, teachers will have a clear
sense of, in addition to the number of characters and lessons to be covered, new
words and grammatical structures, what students will be able to do with all these
linguistic items, and how well they can perform communicatively upon comple-
tion of the course. Whatever a teacher does in class, grammar explanations, me-
chanical drills, group discussions, interactive activities, all are geared toward the
development of students’ communicative competence over a period of study.
Thus instruction will be more focused, consistent, and effective. It is not unusual
for teachers to rotate across sections of the same level or across levels within the
same program, or even find personnel changes from time to time. Despite such
changes, coherently specified performance objectives can better guarantee in-
structional consistency and efficiency — two major indicators of overall excel-
lence in a language program suggested by Pennington and Brown (1991).

Clearly stated performance objectives can help teachers develop better
achievement tests at different instructional stages to accurately assess students’
linguistic knowledge and communicative competence, which may avoid unnec-
essary fumbling or randomness. They can also objectively indicate students’
strengths as well as weaknesses, providing teachers with necessary diagnosis and
remedy in a timely fashion. In addition, this may lead to better communication
among teachers within the same level of courses and more effective coordination
and smoother articulation across levels.

Performance objectives can also serve as a mechanism for students to take
better control of their own study and motive them constantly. These objectives, to
some extent, are like a road map that can give students a clear idea of the path
they have traveled through, what they are already able to do with the target lan-
guage at a given stage, and where they will arrive ultimately in terms of their
communicative skills by the end of a course. Since these learning outcomes are
observable and measurable, with or without the help of the instructor, students
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may check themselves periodically on how they are progressing, and compare the
distance between their current status and the expected performance. They may,
accordingly, make due adjustments to their learning strategies, time allocation,
effort distribution, etc. to overcome the shortcomings of their own. They may
also be better prepared for the upcoming tests or exams as they know in advance
on what specific “performance” they should focus their review. Thus students
tend to be more actively engaged in learning. Another positive side-effect, possi-
bly, is that when some students are anxious about their grade during the semester,
or even when a few of them come to the instructor to ask for a grade at the end of
the semester, the pre-determined performance objectives may serve as a tool to
ease anxiety or to remind those with unreasonable demands by showing the dis-
tance between the expected learning outcomes and the students’ actual perform-
ance.

5.2. The basic guidelines for designing performance objectives

A lucid statement of a curriculum objective, according to Brown (2001:86),
should contain five elements,

1. subject — namely, the students who participate in the learning activities,

2. performance — what the learners can do with the target language,

3. conditions — under what circumstances the performance will take place,

4. measure — how the desired performance will be observed, and

5. criterion — the standard based on which a decision is made whether the

learners succeed (or pass).

The following example illustrates how these elements work together in an in-
structional objective for an English writing course (adapted and modified from
Brown, 2001:89).
By the end level C, the students [subject] will be able to:
1. Fill in missing elements [performance] on the appropriate lines
[measure] in a graph, chart, or diagram from information provided
in a 600-word 11" grade reading level general science passage
[conditions], with fewer than 3 grammatical and 8 spelling errors
[criterion]".

4 The italics in the brackets and the last part “with fewer than 3 grammatical and 8 spelling errors [criterion]”
were added by the author for the sake of illustration. Actually, Brown holds that stating the level of accuracy
explicitly in objectives might be problematic for “there are only ‘rules of thumb’ to go by in setting such levels.”
For details, please refer to Brown (2001:90).
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The course objectives of Elementary Chinese I (101) and II (102) in the ap-
pendix are an attempt to model after Brown’s in accordance to the particular
situations of the Chinese language program in a liberal arts college where the
author teaches. As part of our Chinese curriculum, it is still very primitive and
undergoing constant revisions “to respond to changes in perceptions of students’
needs and to changes in the types of students who are being served” (Brown,
2001:96). Efforts have been made to connect and incorporate relevant objectives
in the same skill areas between courses. For example, the objective for learning
pinyin (Chinese 101) states that,

By the end of the semester, students will achieve the following:

A) Ability to distinguish by ear, to pronounce, and to write individual

syllables and disyllabic words in the phonetic Romanization system
(hanyii pinyin) of modern standard Chinese (Mandarin) with

tones marked, with an accuracy of 85% for initials and 75% for finals
in any perceived syllables.

A similar objective in Chinese 102 says that,

By the end of the semester, students will achieve the following:
A) Ability to distinguish by ear, to pronounce, and to write individual syllables
and polysyllabic words in the phonetic Romanization system (hanii
pinyin) of modern standard Chinese (Mandarin) with tones marked, with
at least 85-90% accuracy in all perceived syllables, including unknown
words.

To assess the achievement of such objectives, similar test items have been
included in both final exams of Chinese 101 and 102, which require students to
write down unknown words and phrases in pinyin dictated by the teacher. After
repetitive trials and revisions, the criterion was set as such, which has proved to
be fair and reachable through practices. It should be emphasized that this is by no
means a one-size-fits-all model that can be copied indiscriminately by any other
programs. As a matter of fact, it is vital for other Chinese programs that wish to
include performance objectives in their curriculum to take into consideration
their specific conditions, particularly factors such as human resources, weekly
instructional hours, teaching material adaptation and development, as well as in-
stitutional or major requirements, etc.

While performance objectives are not panacea, having systematic specifica-
tion of performance objectives is definitely better than none, or some vaguely
stated, incoherent, simplistic ones. With the rapid development of Chinese lan-
guage teaching and learning worldwide, particularly after the formal offer of
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Chinese AP courses and AP exams, Chinese language teachers are facing an un-
precedented and the biggest challenge ever, that is, the articulation vertically
from kindergarten to college (K-16), and/or transfer horizontally across programs
or institutions. We can no longer afford to remain in the same mindset of “busi-
ness as usual” and stick to conventions. It is true that in the field of Chinese lan-
guage teaching, so far, there is not a single set of systematically developed cur-
riculum objectives in terms of learner performance and the corresponding tests
that have been empirically validated all the way from beginning level to ad-
vanced level, but this should not be the excuse for non-action. Waiting passively
is simple not an option. As a profession, we must rise to the challenge collec-
tively and unflinchingly.

Although so far no existing well-developed Chinese language curriculum
objectives can serve as a model, Brown’s systematic approach (2001) for pro-
gram development is an excellent reference. The recently published International
Curriculum for Chinese Language Education by the Office of Chinese Language
Council International (Hanban) is a constructive attempt and bold innovation,
considering its timing, scope and scale in particular. Other documents such as the
Common European Framework of Reference for Languages (CEFR), and the
ACTFL Performance Guidelines for K-12 Learners are also very useful resources
for the development of performance objectives. In addition, some performance
objectives found in this survey (see 2.2.7 above), have given an inkling of the
proper way to express curriculum objectives. They are, actually, a good starting
point to tackle the problem in spite of their crudeness. If every objective is stated
consistently from the perspective of students, and describes clearly the expected
performance (including various language skills and performance) under specific
conditions and with explicit gauging criterion, step by step, the development of
coherent performance objectives for a Chinese program as a whole is definitely
possible. As long as we take this challenge seriously, and particularly teachers of
every each Chinese language program take concrete actions, devoting sufficient
time and effort steadfastly to the specification of curriculum objectives according
to its own specific situations, systematically defined performance objectives will
by no means be merely a mirage. Such performance objectives, together with the
corresponding tests that can accurately assess the achievement of these objectives,
will greatly help improve our instruction.
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6. Conclusion

Although no consistent curriculum objectives are found in this survey across
the Chinese programs following the ideal model as Brown suggests, it is a posi-
tive sign that more Chinese programs, both in China and the United States, have
included some sort of instructional objectives in their course syllabi. This is, at
least, a breakaway from the old tradition — relying on textbooks only. It is even
more encouraging to see that 48 courses in Chinese programs in the US have be-
gun to describe instructional objectives in terms of leaner performance, although
they are still in embryonic form, and have a lot of room for improvement. The
author believes that as long as there is something to start with, it is always better
than years of empty talks but produce nothing substantial. It is precisely such a
desire that motivated the inclusion in the appendix the Chinese 101 and 102
course objectives drafted by the author. They serve more as a “brick cast to at-
tract jade” (5| %2 4i%) than a model for emulation, with the hope that other col-
leagues may come up with valuable insight and suggestions. If we can follow the
proper procedures suggested by Brown (2001), analyze the strengths and weak-
nesses of any exiting instructional objectives according to the specific situations
of each individual program, we can gradually come up with better versions of
performance objectives, course by course, and finally develop a set of coherent
curriculum objectives with consistent format. With these performance objectives
in hand, we can adjust our teaching, and also revise or even develop new tests for
each course, so as to assess how well students in a program may have achieved
the performance objectives set by the collective efforts of both teachers and pro-
gram director.

At present, Chinese language instruction is at a critical moment of historical
development. With decades of unremitting efforts of the Chinese language edu-
cators and teachers in China and also throughout the world, it has won increasing
popularity worldwide in the 21* century. Likewise, this language, once consid-
ered as “true-foreign” or even “exotic”, is forging ahead into the mainstream of
foreign language education in the United States. As more and more schools from
K-12, and colleges and universities offer Chinese language courses, particularly
with the formal adoption of the Chinese AP Exam by the College Board in 2007,
Chinese is booming unprecedentedly both at pace and in scale throughout the
nation. To cope with the new situation, we teachers of Chinese language can no
longer remain in the habitual mindset and stick to conventional practices. If we
really want to bring TCFL/TCSL to the next level, it is high time for us to take
concrete actions, to deepen our understanding of the significance of curriculum
objectives, organize discussions and workshops, and develop both practical and
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systematic curriculum objectives as well as corresponding valid tests for specific
programs that can effectively guide and assess our teaching and students’ learn-
ing.

References

American Council on the Teaching of Foreign Languages (ACTFL). 1986.
ACTFL Proficiency Guidelines. Yorkers, NY: ACTFL.

American Council on the Teaching of Foreign Languages (ACTFL). 1998. The
ACTFL Performance Guidelines for K-12 Learners. Yorkers, NY: ACTFL.
Barnwell, D. P. 1996. A History of Foreign Language Testing in the United States.

Arizona: Bilingual Press.

Bloom, B. 1956. Taxonomy of Educational Objectives. New York: David McKay.

Brown, J. D. 2001. The Elements of Language Curriculum: A Systematic
Approach to Program Development. Beijing, China: Foreign Language
Teaching and Research Press.

Chou, C. & Wang, X. 1996. A Trip to China: Intermediate Reader of Modern
Chinese. Princeton, NJ: Princeton University Press.

Council of Europe. 2001. The Common European Framework of Reference for
Languages (CEFR). Cambridge University Press.

Cui, S. 1993. Conceptualization language proficiency, Journal of the Chinese
Language Teachers Association. 28: 2, pp. 1-23.

Cui, S. 1994. Taking ACTFL Guidelines as curriculum objectives, Journal of the
Chinese Language Teachers Association. 29: 2, pp. 47-69.

Elder, C. & Manwaring, D. 2004. The relationship between metalinguistic
knowledge and Learning outcomes among undergraduate students of Chinese.
Language Awareness, 13: 2, pp. 145-162.

Eraut, M. R. 1989. Specifying and using objectives. In M.R. Eraut (ed.) The
International Encyclopedia of Educational Technology. Oxford: Pergamon
Press.

Everson, M. 2006. Research in Less Commonly Taught Languages. Paper
presented at a Joint Panel of the Research and LCTL SIG’s at the ACTFL
2006 Conference. Nashville, TN.

Galloway, V. 1985. From defining to developing proficiency: A look at the
decision. In Vyrnes, H. and Canale, M. (eds.) 1985, Defining and Developing
Proficiency, pp. 25-74. Lincolnwood, IL: National Textbook Company.

Gronlund, N. E. 1985. Measurement and Evaluation in Teaching. (Sth edition)
New York: MacMillan Publishing Company.



Defining Curriculum Objectives 57

Hadley, O. A. 1993. Teaching Language in Context. (2™ edition) Boston, MA:
Heinle & Heinle Publishers.

Johnson, R. K. 1989. (ed.) The Second Language Curriculum. Cambridge:
Cambridge University Press.

Ke, C. & Reed, D. An analysis of results from the ACTFL Oral Proficiency
Interview and the Chinese Proficiency Test before and after intensive
instruction in Chinese as a foreign language. Foreign Language Annals, 28:
208-222.

Kubler, C. 1997. A framework for basic Chinese language programs. Journal of
the Chinese Language Teachers Association. 32:3, pp. 41-49.

Liu, Y. & Yao, T. (1997) Integrated Chinese Level 2. Boston, MA: Cheng &
Tsui Company.

Lowe, P. Jr. 1985. The ILR Scale as a synthesizing research principle: The view
from the mountain. In James, C. J. (ed.) 1985, Foreign Language Proficiency
in the Classroom and beyond. Pp. 9-53. Lincolnwood, IL: National Textbook
Company.

Mager, R. 1962. Preparing Instructional Objectives. Palo Alto, CA: Fearon.

McNamara, T. 1996. Measuring Second Language Performance. London:
George Allen & Unwin.

Medely, F. Jr. 1985. Designing the proficiency-based curriculum. In Hadley, A.
0. (ed.) Proficiency,Curriculum, Articulation: The Ties that Bind.
Middlebury, VT: Northeast Conference.

National Standards in Foreign Language Project. 1996. Standards for Foreign
Language learning: Preparing for the 21° Century. Lawrence, KS: Allen
Press, Inc.

Nitko, A. J. 1984. Defining the criterion-referenced test. In R. A. Berk (ed.) A
Guide to Criterion-Referenced Test Construction. Baltimore: The Johns
Hopkins University Press.

Nitko, A. J. 1989. Defining test that integrated with instruction.

In R. L. Linn (ed.) Educational Measurement. (3™ edition). American
Council on Education.

The Office of Chinese Language Council International. 2008. International
Curriculum for Chinese Language Education. Beijing: Foreign Language
Teaching and Research Press.

Pennington, M. C. & Brown, J. D. 1991. Excellence in language education: A
function of curriculum process. In M. C. Pennington (ed.) Building better
English Programs: Perspectives on Evaluation in ESL. Washington, DC:
National Association of Foreign Student Advisors.

Philips, J. & Terry, R. 1999. Foreign Language Standards: Linking Research



58 Songren Cui

Theories, and Practices. Lincolnwood, Illinois: National Textbook Company.

Pratt, D. 1980. Curriculum: Design and Development. New York: Harcourt
Brace Jovanovich.

Ross, C. 1997. The framework for post-basic Chinese. Journal of the Chinese
Language Teachers Association. 32:3, pp 50-56.

Stern, H. H. 1983. Fundamental Concepts of Language Teaching. Oxford:
Oxford University Press.

Teng, S. & Perry, L. S. (1998) Taiwan Today, An Intermediate Course (Revised
2"! Edition). Boston, MA: Cheng & Tsui Company.

Tylar, R. W. 1949. Basic Principles of Curriculum and Instruction. Chicago:
University of Chicago Press.

Valette, R. M. 1980. Evaluating the second-language learning program. In EM.
Grittner (Ed.) Learning a Second Language. Chicago: University of Chicago
Press.

Valette, R. M. & Disick, R. S. 1972. Modern Language Performance Objectives
and Individualization: A Handbook. New York: Harcourt Brace Jovanovich.

Valette, R. M. 1977. Modern Language Testing. (2™ edition) New York:
Harcourt Brace Jovanovich.

Wilkins, D. A. 1976. Notional Syllabus. London: Oxford University Press.

Zhang, P. & Meng, Y. et al. 199 9. David and Helen in China: An Intermediate
Chinese Course. New Haven, CT: Far East Publications, Yale University.

BRI (), 1999, CRAMGEZCE R R BRI RE) |, dbst: Jbst
W R A A

FERIN, 2006a, MEYRXAMDUE ST RISt G5 HesS5usT) 50y
09, 18-27 0T, bt JEnUEF KFEE SO

FEMLN, 2006b, I RS “wmigl” DUBRMERIA 552, Bkl 252

(PSCHEM AT 53-70 T, dbat: JbatiE T R At

[ KX IMDOE BTN IIAE, 2002, (RS 2ERd B 24 OB
ERMY (FEIE), dbat: dbntisE S R H L.

X H, 2000,  CHAMIUOEHATE ), dbut: JbntE S RE .

FARR, 1993, CMAMNUEZEADITT) |, dbat: JEatiE 5 2B th ikt

FAAHR, 1990,  CWNAMNIUEHUARBMEED) | dbut: Jbutif 2Btk
o

NS (i), 1995, (PR AMORECASE RN G 5 ),
ABS: B A AT

TAbE (), 1999, CUAMUEHACAHIZB BORREIE) , 1bat: batif
O i



Defining Curriculum Objectives 59

WORES, 2004, JE[R2Erh s S fam @,  (MAMNUEHE)
A, dbnt: AECARETE R B B ROEE B D bRt Ah EE K24
POBRFFTH L

Mrgr il (), 1999, R AMSOEBCEEVIR M BB RAN) , dbnt: dbit
TS SR 2 A

ik 9, 2002, (hRHESIEISGITSHFTY) , Jbal: JbaUiE S R AL,

DAL (4), 1999, CWAMUEAZEF =M B Ihie R |, dbut: b
WS SO R At

B (Gn), 1998, CWAMUBRAEARITEY |, dbnt: JbatRZE At

F/NEG S 450G (FEgw), 2004,  CWAMGEZCEANTTY , M HiliKeE
HRRAL

Ji o FE, 2001, Sk, (S BARNE . BRI RSE) F24-36, b
B AMEBCE ST AL .

Appendix
Elementary Chinese (101) Course Objectives

By the end of the semester, students will achieve the following:

A) Ability to distinguish by ear, to pronounce, and to write individual syllables
and disyllabic words in the phonetic Romanization system (hanyii pinyin) of
modern standard Chinese (Mandarin) with tones marked, with an accuracy of
85% for initials and 75% for finals in any perceived syllables.

B) Ability to listen to short face-to-face conversations and simple recorded
passages at the speed of 60-70 syllables/minute (with two repetitions when
necessary), and understand about 75% of the main ideas on familiar topics of
self-introduction, family, daily routine activities at school, narratives simple
events and descriptions of familiar objects, etc.

C) Ability to use actively for communication the basic grammatical structures
and vocabulary introduced in the course.

D) Ability to perform the following communicative functions mostly in
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face-to-face interactions with acceptable linguistic accuracy and so-
cial-cultural appropriateness:
Greeting and farewell
Expressing/responding to gratitude
Apologizing/responding to apology
Giving/responding to simple commands
Identify people/objects
Briefly introducing a person/oneself
Using various question forms to seek information
Asking a reason/for an explanation
Asking for help/favors
Asking for suggestions/simple opinions
Making/responding to an invitation
Confirming/denying
Making simple hypotheses
Narrating some simple personal events/activities
Describing:
Colors, size, general states/conditions, quality, quantity, degree, simple
results/manner ("how" some activities/actions are performed), etc.
e Exchanging information about:
One's own self, significant family members and friends, everyday life and
some routine activities, likes and dislikes, time, days and dates, basic
feelings, etc.
e Handling situations of survival/daily life such as:
Asking/telling time, shopping and money units, making/responding to
requests, making an appointment, taking public transportation, etc.
E) Ability to recognize approximately 350 characters in the simplified form, and to
read and comprehend simple passages written in simplified Chinese characters.
F)  Ability to write from memory about 200 most frequently used characters,
and
to write short notes or passages about simple topics such as basic personal
information, significant family members and friends, daily routine activities,
etc., using a mixture of both Romanization (hdnyu pinyin) and
simplified characters.
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Elementary Chinese (102) Course Objectives

By the end of the semester, students will achieve the following:

A)

B)

®)

D)

E)

F)

€)

Ability to distinguish by ear, to pronounce, and to write individual syllables and
polysyllabic words in the phonetic Romanization system (hanyi pinyin) of
modern standard Chinese (Mandarin) with tones marked, with at least 85-90%
accuracy in all perceived syllables, including unknown words.

Ability to listen to short face-to-face conversations and simple recorded
passages at the speed of 60-70 syllables/minute (with two repetitions when
necessary), and understand about 75% of the main ideas on familiar survival
topics such as dinning, weather forecast, asking/giving directions, seeing a
doctor, sports, travel, etc.

Ability to use actively for communication the basic grammatical structures and
vocabulary introduced in the course.

Ability to perform the following communicative functions in face-to-face social
interactions and in simple role-play telephone conversations, in strings of
sentences with some use of transitional words, considerable linguistic accuracy,
social-cultural appropriateness, and rudimentary fluency:

¢ Dinning in a Chinese restaurant and ordering a meal

Asking/giving directions

Seeing a doctor and discuss some personal health problems

Making comparisons

Making a (role-play) telephone call and scheduling an appointment
Renting an apartment

Reserving a flight ticket

Describing briefly the physical surrounding, a person’s facial features,
action duration, result, possibility, simple feelings and emotions, etc.

e Exchange brief information and simple personal opinions on familiar
topics such as family and friends, sports, travel and transportation,
future plan, etc.

Ability to recognize and to write approximately 700 Chinese characters in the
simplified form, and to read and comprehend simple, short passages (about 2
paragraphs) written in simplified characters.

Ability to write from memory about 550 most frequently used characters, and to
write simple passages with one to two paragraph (about 200 — 300 characters)
in a combination of characters and pinyin for daily purposes such as short notes,
personal letters, short skits or stories, etc.

Ability to use a Chinese-English dictionary to look up the meaning any usage of
new words.
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Abstract: In this study, adopting the sociocultural approach and the method of
discourse analysis, we compared the classroom questioning behaviors of two
Chinese language teachers. We examined how different patterns of teacher
questioning create different opportunities for students’ classroom discourse
participation and influence the provision of scaffolded assistance for students’
Chinese language learning. In the analysis, we focused on the dynamics of
teachers’ questioning process, paying close attention not only to the types of
questions asked by the two teachers, but also teachers’ questioning strategies
and the interactional structure of teacher questioning. This study helps re-
searchers as well as practitioners better understand the important role of class-
room interaction in learning Chinese as a second language.
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course underlying how teacher questioning constructs opportunities for students’
discursive participation and mediates their learning of Chinese. To this end, we
compare two Chinese language teachers’ questioning behaviors. We focus our
analyses on how the two teachers differ in constructing opportunities for the
learning of Chinese in the classroom with their questioning process. We pay close
attention not only to the types of questions asked by the two teachers, but also
their questioning strategies and the interactional structure of questioning.

1. Teacher Questioning and Second Language Acquisition

The interaction between teacher and students in classroom discourse has
been an important area of studies in the field of education in general and L2 edu-
cation in particular (Cazden, 2001; Hall & Walsh, 2002; Johnson, 1995; Mehan,
1979). Among the various studies on teacher-student interaction in L2 classrooms,
one area that has received much attention in the past decade is teacher question-
ing, one of the important discourse strategies used by teachers in classroom
pedagogy. Research has examined from different perspectives how teachers’
questions can contribute to students’ L2 development (Chaudron, 1988; Ellis,
1994). A majority of these studies focused particularly on the effects of different
types of teacher question in eliciting output from students, especially display and
referential questions, which respectively refer to those to which the teacher
knows (e.g., What does the word computer mean in Chinese?) and does not know
the answer (e.g., Do you like Chinese culture?) (Brock, 1986; Long & Sato, 1983;
Nunn, 1999). Based on the Output Hypothesis proposed by Swain (1995), which
argues that pushed output from L2 learners is conducive to their L2 syntactic de-
velopment, these studies showed that referential questions contribute more to
students’ L2 development as they tend to elicit longer and grammatically more
complex utterances from students. Therefore they suggested that more referential
questions be asked than display questions (Brock, 1986; Tsui, 1995).

In a pioneering study on the functions of L2 teachers’ questions, Long and
Sato (1983) found ESL (English as a Second Language) teachers asked pre-
dominantly more display questions than referential questions in the classroom
setting, which marked a clear contrast to the proportional distribution of ques-
tions asked by native English speakers in conversation with non-native speakers
where there was minimal number of display questions but very high percentage
of referential questions. However, Long and Sato’s study didn’t relate these types
of questions to students’ responses. Therefore, while helping enhance the under-
standing about teachers’ use of questions, the study didn’t specifically address
how these questions contribute to the acquisition of L2 linguistic and communi-
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cative competence.

This research gap was addressed later in Brock’s (1986) study, which di-
rectly examined the effects of L2 teachers’ questions on learners’ language pro-
duction. In the study, Brock assigned four ESL teachers of adult learners into two
experiment conditions. The two teachers in the treatment group received training
in incorporating referential questions into their classroom activities, while the
other two teachers in the control group were not provided with any such training.
It was found that teachers in the treatment group asked significantly more refer-
ential questions than display questions. More importantly, the analyses of stu-
dents’ responses to the two types of questions, with regard to their length and
syntactic complexity, showed significant advantage of referential questions over
display questions, suggesting that teacher’s referential questions should increase
the amount of target language use by learners in the classroom. Corroborating
Brock’s findings, Shomoossi’s (2004) study found displayed questions asked by
university EFL teachers in Tehran significantly outnumbered referential questions,
and the latter type of questions produced more classroom interaction, both be-
tween teacher and students and among students themselves.

While studies on teachers’ questions in L2 classrooms seem to support the
benefits of asking more referential questions, it should be noted that these out-
put-based studies take language mainly as a system of linguistic forms and focus
on the linguistic side of student interlanguage development. They pay little if any
attention to the social processes of language use and the discourse dynamics un-
derlying how teacher discourse affects students’ L2 learning in classroom peda-
gogic practice. Therefore, there is recently in the field of L2 education a trend of
adopting the Vygotskian perspective, which views learning as a dynamic mean-
ing-making process with language as an important mediation tool, for examining
classroom interaction and students’ L2 learning (e.g., Donato, 1994; Hall & Ver-
plaetse, 2000; Lantolf, 2000).

2. Sociocultural Theory and Teacher Questioning

The sociocultural approach to learning and classroom pedagogy views
learning as a mediated process within social and cultural context (Lantolf, 2000;
Wertsch & Toma, 1995). Vygotsky (1978) took social interaction as a prerequisite
to the learning process, and he situated learning in the Zone of Proximal Devel-
opment (ZPD), which is described as the difference between the original inde-
pendent capability of a learner and what he or she is able to achieve when given
some intellectual guidance and support. According to Vygotsky, learning involves
the transition from the social, intermental domain to the individual, intramental
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domain, which takes place within the ZPD where the novice appropriates from
the expert the cognitive functions necessary for carrying out a task or solving a
problem (Kinginger, 2002; Lantolf, 2000).

The conception of outside assistance in the development of children is simi-
larly expressed by Wood, Bruner and Ross (1976) as scaffolding, which refers to
the supportive behaviors of an expert in assisting a child to solve a problem that
he or she might not have been able to do unassisted. In classroom pedagogic
practice, the notions of the ZPD and scaffolding highlight the way teachers can
fine-tune their discourse and adapt the cognitive support to assist the participa-
tion of children in classroom activities, for example, by directing attention to key
aspects of a task, simplifying a task, monitoring ongoing performance, and pro-
viding appropriate feedbacks depending on the children’ level of understanding
in classroom interaction (Mercer, 2000; Tharp & Gallimore, 1988).

Following this view of mediated learning, teacher questioning, the first
move in the triadic dialogue between teacher and students which elicits most of
student discourse, is a mediational tool that helps teacher assist and regulate stu-
dents’ reasoning and knowledge construction (Cazden, 2001; Tharp & Gallimore,
1988). In L2 classes, where language is the objective of learning as well as the
medium of instruction, teacher questioning not only mediates knowledge con-
struction as in content subject classes, but creates opportunities for students’ use
of the target language for classroom discourse participation, which contributes to
their L2 learning (Johnson, 1995).

However, not all teacher questions are equally effective in constructing op-
portunities for students’ discourse participation and scaffolding their L2 learning.
Research has shown that interaction between teacher and students follows dif-
ferent patterns, and teacher-student interactional discourse of various forms may
imply different opportunities for students’ L2 learning (Hall, 1998; Hall & Walsh,
2002; Johnson, 1995; Walsh, 2002). With regard to teacher questioning behavior,
while it is true that a referential question, which requires students to give their
personal responses, tends to involve students in authentic communication, it may
also fail to do so in that the students may have difficulty in answering the ques-
tion. Also, although a display question asks students to display knowledge with-
out being involved in authentic communication of ideas, it also functions as an
important means that teachers use to check students’ understanding in order to
decide the next move of their discourse. Thus, whether or not a type of questions
contributes to student learning seems to be dependent upon teachers’ pedagogical
purposes (Nunn, 1999; Walsh, 2002).

So far, there is only a small amount of research on L2 teacher questioning
within the sociocultural theoretical framework. However, findings from a few
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studies did provide some insights into how teacher questioning functions in L2
classrooms and how it scaffolds L2 learning. For example, McCormick and Do-
nato (2000) examined the scaffolding functions of one university ESL teacher’s
questions and explored how her use of questions scaffolded L2 learning in rela-
tion to her pedagogic goals for student comprehension, comprehensibility, and
participation. Using a sequential analysis of interaction between ESL teachers
and students, Lee (2006) demonstrated that display questions are actually re-
sources that teachers and students use to organize lessons collaboratively, and he
argued that it would be premature to treat display questions simply as an ineffec-
tive instructional device for L2 learning without knowing how they are used in
unfolding interactional discourse between teacher and students.

Overall, findings from existing studies seem to suggest that whether or not
teacher questioning serves scaffolding and whether opportunities can be con-
structed in teacher-student interaction for L2 learning depends on how classroom
discourse unfolds moment-to-moment as teachers fine-tune their discourse, such
as adjusting questioning strategies and giving appropriate feedback to student
response, to provide contingent help to guarantee maximal student participation
(Hall, 1998; Hall & Walsh, 2002; Johnson, 1995). However, these findings
largely come from ESL/EFL classrooms. So far, very limited empirical research
has been conducted on teacher questioning and L2 learning in Chinese as a Sec-
ond/Foreign Language (CSL/CFL) classrooms, and it is not clear to the CSL/CFL
community how Chinese language teachers’ questioning would influence stu-
dents’ learning. Therefore, by comparing two CSL teachers’ questioning behav-
iors sampled from classroom data collected in the Singapore context, we aim to
examine how the structure and dynamics of teachers’ questioning discourse con-
structs opportunities for students’ discursive participation and mediates their
learning of Chinese.

3. Methodology
3.1 Research Context and Participants

Under the bilingual policy in Singapore, English is the dominant language
used as a lingua franca for administration, global business, science and technol-
ogy; it is the de facto language used for wider communication among Singapor-
eans of different ethnic and social backgrounds (Shepherd, 2005; Silver, 2005).
With the language-in-education planning in Singapore in the past decades (Kap-
lan & Baldauf, 2003), English is now taught as the first language and used as the
medium of instruction in the school setting, and at the same time, Chinese one of
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the mother tongues of the Singaporeans, is maintained and taught as an L2 with
its proficiency seen as enabling direct access to Chinese cultural traditions and
related values of the Singaporean Chinese community as well as a principal
means of maintaining and developing Chinese cultural heritage (e.g., Chan, 2000;
Shepherd, 2005).

Due to such important status of the Chinese language in Singapore, Chinese
language education has always been given high priority in the agenda of educa-
tion policy makers in the country. Recently, in line with the initiative of the Min-
istry of Education to reform Chinese language education by adopting a more
student-centered, communicative-oriented pedagogy, Chinese language teachers
in Singapore are encouraged to build a supportive and interactive environment to
maximize students’ engagement in classroom discourse to facilitate the develop-
ment of communicative competence (Chin, 2003). However, there are so far few
empirical studies examining what is going on in Chinese language classrooms,
including teachers’ pedagogic practice and students learning.

This important issue began to be addressed in 2003 when the Center for Re-
search in Pedagogy and Practice (CRPP) at Nanyang Technological University
started to carry out a large scale longitudinal CORE research project on Singa-
pore schools (for detail, refer to Luke et al., 2005). The CORE project aimed to
give, as one of its foci, a description of what happens in about 1,000 classroom
lessons in the core curriculum areas in Singapore, including Math, Science, So-
cial Studies, English and mother tongues (Chinese, Malay and Tamil). These les-
sons were coded “in real time” and were aggregated from a whole week of ob-
servation of instructional units in randomly sampled schools for two years from
late 2003 to late 2005 by using the Singapore Pedagogy Coding Scheme. The
coded data were analyzed statistically to identify different patterns and relation-
ships for various purposes. At the same time, these lessons were also audio-taped
(with some videotaped) and transcribed for building a computer corpus of class-
room interactional discourse.

As a part of CRPP’s CORE project, a corpus of Chinese language classroom
data has also been built, and it contains transcribed data of about 150 hours out of
38 units of Grade 5 and Grade 6 classes. The data of this paper are drawn from
two Grade 5 classes. The two classes are selected for the current study because
they are similar in composition (about 40 students); the teachers of the two
classes, one female and one male, have similar years of experience (two-three
years) in teaching Chinese in elementary schools in Singapore; the two classes
also follow the same curriculum that offers the same textbook and evaluation
procedure, but there are considerable variations in actual teaching practices be-
tween the two teachers in terms of their questioning behaviors and the learning
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opportunities constructed for students learning.

The two interactional excerpts we will compare in the following section are
typical of the two teachers’ questioning behaviors in the four lessons of a
whole-unit classroom teaching. The interactions in the two excerpts reflect two
different ways in which questions are used to engage students through classroom
discourse participation. However, we should point out that the analyses that fol-
low are by no means a comprehensive examination of teacher questioning be-
haviors in Chinese language classrooms in Singapore. Rather, these are “telling
cases” (Mitchell, 1984, p.239) of how teachers’ questioning strategies affect the
construction of opportunities for students’ classroom discourse participation and
the development of their communicative competence in Chinese.

3.2 Method of Analysis

We use Discourse Analysis as the method for the examination of how
teacher questions are structured interactionally in constructing opportunities for
student learning. Discourse Analysis focuses on the study of extended talk in
natural settings rather than individual utterances in isolation (Riggenbach, 1999;
Stubbs, 1983). It considers context to be of primary importance and pays close
attention to the surrounding text and the sociocultural environment that frames
the production and interpretation of message (Riggenbach, 1999). Because its
power in elucidating and interpreting discourse processes, Discourse Analysis has
now gone far beyond its original discipline as a linguistic inquiry and become a
powerful methodological tool in addressing sociolinguistic issues of talk in
classroom learning and teaching (Cazden, 2001; Gee & Green, 1998).

For classroom L2 learning, discourse analysis, by describing in detail how
interaction is carried out in classroom contexts, provides a good explication of
how language is used by teacher and students to construct and negotiate meaning
for the development of students’ L2 competence. Therefore, through the analysis
of the discourse dynamics of teacher-student talk, the process of how teacher uses
and adapts his or her talk to engage students’ participation and language learning
can be revealed and how questions are used in interaction to facilitate students’
discourse participation and scaffold L2 learning can be better explicated and un-
derstood.

In what follows, through comparison of two interactional excerpts using the
method of Discourse Analysis, we explicate the communicative dynamics of
teachers’ classroom questioning behaviors and its effects on the construction of
opportunities for students’ discourse participation. In the comparison, we pay
close attention to the dynamics and structure of teacher questioning and the roles
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of different types of questions and questioning strategies in promoting negotia-
tion of meaning between teacher and students. We describe what teacher and
students do within the evolving sequence of talk and analyze how teachers ask
questions, how students make sense of them and how teachers deal with student
contributions. The classroom audio data are transcribed in Chinese characters
with the software Transcriber, following its transcribing convention (see Appen-
dix). An approximate English translation for each turn in the excerpts is provided
right beside the turn, and the salient paralinguistic features are also noted. All the
names in the excerpts are pseudonyms.

4. Dialogic Interaction: Learning Facilitation

The interactions in Excerpt 1 in this section and Excerpt 2 in the next section
take place right after students’ silent reading of the texts in question and before
the session of teacher’s systematic explanation of the text in the first class of a
new lesson unit. Both of the two teachers try to, through asking students ques-
tions, involve students in classroom interaction. However, as we will see in the
following analysis, the interactions between the teacher and students in the two
excerpts reflect two different ways in which questions are used to construct op-
portunities for students learning.

Excerpt 1

1  Teacher i, MRS NP E4 Ok, you have been studying
BT HAEMT, %% 44 in Defeng Primary School
L AR, A YEfENs SR for 5 years, %% this year is
TR AT T ARk AT v e the 5" year. Who can tell me
-t g [z, [, some selfish behaviors  of
nih Acamik 4 es aw  your %% classmates that you
;l;ﬁ;lzgijj}/\; found in these 5 years. Don’t
K — * ]Pf /‘__’ C.  tell the name. You can only
o %% Ko WA UL tell his selfish behaviors.
VLA %% Ok, Yaodong, have a try.

2 Yaodong KM /$]- stk 18] - Perhaps [$]- itis my -/$].
3 Teacher RERARE SR BFA, EFE  If you want to say you are

4 Qiying

A EFAVE, #TT A, B R
20, Bt

very selfish, how selfish, it’s
ok, no problem.
Teacher, me.
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5 Teacher
6  Qiying
7 Teacher
8  Qiying
9 Teacher
10  Qiying
11 Teacher
12 Qiying
13 Teacher
14 Qiying
15 Teacher
16 Qiying
17 Teacher
18 Monitor
19 Teacher
20 Monitor

Hah? %% f#REACH AR
AT MW, PREEF ok
7, A—e AWM _ H

. W, K, FEU
) — K hor.
Ah.

fl 1A _ AB/M4E hor, and
then hor,

Ah.

I FAF

il 1 2 A B H A R A

Ah.
FARE A FNTEAL B 2 F &
g ?
(Rl A 3R AR LEADR 5534 hor, 4K
Ji hor, FANEALA A
Wik
Ah, B4, AU At e 24

Hinh? A4 2 R A
ENR?
B

B o IRARGEAT A fiEhs )
bt = IXFE—Fh AR
froame? BB E S
7 BEARMhERIRATE, R
HIEMK LR GRARE
S M SRR d
IRy RSS2 B AT X 2
— A AFARIAT AR K,
AHERERE M ABINIZ? oK,
YK,

Hah?
I 3 ) 4 T L B e 2

Ah.

Hah? %% If you have selfish
behaviors of yourself, you
can also tell them. Not nec-
essarily of your friend _
classmates. Ok, Qiying.

I have a friend hor.

Ah.

He had his _ own pens hor,
and then hor,

Ah.

Borrowed from me.

He had his own pens but
wanted to borrow from you.
Ah.

Then how do you know he
had his own pens?

Because I sat beside him hor,
then hor, I knew he had a
pen.

Ah, then, did he say his rea-
sons? Why did he want to
borrow a pen from you?

No.

No. Then on what basis did
you make the judgment he is
= this is a selfish behavior?
Understand me? Since he
wanted to borrow a pen from
you, you knew he had many
pens in his pencil box, and
he didn’t tell you the reasons,
then how could you judge it
as a selfish behavior? Ok,
who can help Qiying to an-
swer? Ok, monitor.

Hah?

Do you understand the ques-
tion I just asked?

Ah.

89
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21 Teacher W, SForid, MfFE2ERA  Ah. Qiying said, his friend
fibsg ) (0RO R AR borrowed a pen from him,
HE&ERAMRL Y%, 5 but Qiying found there were
WE, MfEZE kA % JRq, - many pens in his pencil box.
AT, %% U, A Then,. his classmate didn’t
SEA A BSE HITR, 5 A tell him why he wanted to
120 (A 2 borrow a pen, %% .Ok, how
could he make the judgment
that his friend was selfish?
22 Monitor W, [X4 hor, T fiEfth%iE Ah, because hor, maybe he
Il &, K% hor, 4 knew that his friend, because
M = M = Ay Areese  hor, he felt that he = he = his
WAL R, sy pens are of no use, felt Qiy-
WO W IR, T LA T A ing’s pens are good to use, so
HH fh i from him _ borrowed from
— Jttkimﬂn ° him
23  Teacher Ah, {HEXHERUFBIUE, filh  Ah, but can this prove, his
) 2% 2 [ AR iy 2 classmate is selfish?
24  Student N Can [not].
25  Student [ AN ] X! [No].
26 Teacher A, AT = FAIE X Selfishness, our = our defini-
2t tion is what?
27 Monitor EFAELE: [ () A AT ] Selfish means [only think of
#H, oneself].
28  Student [HC KW, ] [One’s own things.]
29 Teacher Ah. IB4A0IE, WA FIEAME  Ah. Then his, his behavior of
ST A, 4% borrowing pens _is it _
f_
30 Monitor Ah, H = fH = H, Ah, yes = yes = yes.
31 Teacher A2 Yes?
32 Monitor fih 1 S A8/ ink hor, #RkJ5 He used that ink hor, then
ANAEF) ah, H¥H hor, LLJ5 didn’t know, ah, Qiying hor,
LAlARAT A, AxHseT later will use his or not, he
$. used already $.
33 Teacher AR [8]- REGHEWT, XF A That's [$]- your deduction,
X2 -[$] right? -[$]
34  Monitor 3 $
35 Teacher I, {HRAhERA EIFIXE: Ok, but did he really think

RWE? 59 WA ok, b

like this? Does Qiying _ ok,
for example, did Qiying
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Tih, FEOoARA B IR

borrow pens from the class-

[F2AfE 7 4£? H¥WAER mate? Have you ever bor-
i f A5t 2 rowed pens from him?

36 Qiying () e (.) Yes.

37 Teacher H. fhEHEREEER? Yes. Did he lend to you?

38 Qiying #H A, ## Yes.

39 Teacher W, fibtn WG MELMR, &4 Ah, if he lent his pens to you,
= REAREWUL [$]- &1 how come = how can you
B -[8] g? say [$]- he is selfish -[$] ?

40 Class $$ $$

41 Teacher [$]- FEAKS -[$] ? [3]-Right -[$] ?

91

The exemplar text of this unit is about how a selfish boy (selfish in terms of
not willing to help his classmates with their studies) finally changed his attitude
after he received much help from his classmates when he was back to school
from hospital. In asking students questions to discuss what constitutes selfish
behavior, the teacher creates a context in which students have the floor to share
their personal experiences through interaction with their teacher. Throughout the
interaction, most of the questions the teacher asks are those to which he does not
have an answer (such as in turns 1, 13, 15). To put it another way, the students,
rather than the teacher, are the primary knowers, and the teacher is seeking opin-
ions rather than facts from the students. For example, after Qiying says that his
friend wanted to borrow a pen from him even though the friend had his own pens
(turns 6, 8, 10), the teacher builds upon the responses, asking a referential ques-
tion (“Then how do you know he had his own pens” in turn 13) to scaffold Qiy-
ing to think further about the behavior of the friend to understand what consti-
tutes selfish behavior. And in so doing, the teacher engages Qiying further in
classroom discourse by requiring him to use the target language to reason for his
argument.

The effect of the questions on students’ language use can also be found in
the strategies used by the teacher when he reformulates questions. In turn 17,
thinking of the difficulty in putting the factors together (“Then how do you know
he had his own pens?” in turn 13 and “Why did he want to borrow a pen from
you?” in turn 15) on the part of the student, the teacher summarizes the points
and builds upon the responses given by Qiying with a probing questioning (*...
then how could you judge it as a selfish behavior?”). This also takes place when
the monitor is nominated to answer the questions. The teacher by repeating the
question in turn 21 provides the monitor with necessary scaffolded assistance to
help him get a whole picture of the task in question and asks him to make a



92 Dongbo Zhang et al.

judgment on whether the behavior of Qiying’s friend is a selfish one or there are
some scenarios that might make the behavior a selfish one. This summary of
points and repetition of the questions engages students with each other’s idea and
provides a good chance for students to think critically and reason dialogically
(turn 22).

Another point related to the construction of opportunities for students’ dis-
course participation by teacher questioning is the appropriate feedback strategies
of the teacher. While interacting with the students, the teacher uses many back-
channeling cues to show his attention to and acknowledgement of student dis-
course contribution while withholding evaluations on students’ responses. By
withholding evaluations, the teacher on the one hand encourages students to use
the target language to express themselves, on the other hand, makes the interac-
tion more like authentic communication where participants rarely provide
evaluations on each other’s discourse. For example, when Qiying is telling his
story in answering the teacher’s question, the teacher acknowledges his contribu-
tion with back-channeling cues (“Ah” in turns 7 and 9), and re-voices the story
(turn 11) to get more students to think about it. What is more important is that the
teacher often builds upon student responses with follow-up questions (e.g., “how
do you know he had his own pens?” in turn 13, “Why did he want to borrow a
pen from you?” in turn 13, “how could you judge it as a selfish behavior” in
turn17), thus making the interaction more dialogically constructed.

Generally, the conversation is coherently constructed around the questions
raised by the teacher for the understanding of text with students communicating
in the target language. In the excerpt, the teacher skillfully integrates the use of
different types of questions. While he uses referential questions for students to
use Chinese for self-expression, he also uses display questions to recap and con-
solidate existing knowledge in class and link students’ existing knowledge to the
problem in question (such as checking students’ understanding of the definition
of “selfishness” in turn 26). By using these display questions, the teacher diag-
noses the students” ZPD for the fine-tuning of his ensuing discourse to promote
students’ understanding and discourse participation. In addition, in the interaction,
the teacher consistently acknowledges students’ contributions while withholding
evaluations. These feedbacks provide students with necessary encouragement and
support while they are expressing themselves, thus making the interaction co-
herent and sustained. The conversation very much features dialogic interaction
where teachers ask referential questions and build upon student responses with
probing questions for collaborative knowledge building. This dialogic feature of
the interaction can also be found in the sequential organization of the interaction
in which the teacher directs the question for Qiying to the monitor (turn 17) and
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finally directs the question back to Qiying (turn 35). This distribution of cogni-
tion in dialogic interaction perfectly fulfills the teacher’s pedagogic purpose of
getting students to understand what selfishness is while engaging them in using
the target language for classroom discussion, which is conducive to the develop-

ment of students’ communicative competence in Chinese.

5. Teacher Dominance: Limited Opportunity for Learning

Excerpt 2
1  Teacher AL ? iR X4, WEE  Ok? Please tell us, Yixie,
R 477 ? ik where this story took place?
R A AW L 2 Where did this story take
place?
2 Yixie 22 School.
3 Teacher TP, AL KA Ah, the story absolutely didn’t
LR, T2k take place in our school. The
HHEHCK%, iR & school has its name, what is
200 WIE I iT e o i the name? I seemed to have
T, Wi said it just now, and...
4 Yixie o [E B B B K Pt . Yingguo Wilian Huangjia
Xueyuan.
5  Teacher DL Rk ki, URfF) Next time please stand up.
e I AN ELRE4E AR 34, Your butt never sticks there.
Okay, ff. T, g Okay, alright. Yanwei, please
R dLh—4~  tell me one of the characters
JU N in the story, one is enough.
6 Yanwei HozHe What?
7 Teacher WEPEEFFE —2% A In the story there are some
Wy, GRS PRI L —~~, characters. Please tell me one
of them.
8  Yanwei Atk ((ged))- Bu la ge ((ge4)).
9  Teacher FPikg ((ge3)). %4+ — Bula ge ((ge3)). Another one
A S 2 is his?
10  Yanwei L. Father.
11  Teacher R, BERB|YE? W  Father. Who else are men-

YRR, RS Nk

£/ I

tioned? If college, school is
talked about, there should
be...
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12 Yanwei [P ] [Students].
13 Class *CHORUS* [ K. ] *CHORUS* [Headmaster].
14 Teacher KK, BH? Headmaster. Who else?
15  Yanwei EAIB Teacher.
16 Teacher AP No teacher.
17 Class *CHORUS*[f] . *CHORUS* Student.
18 Teacher [@2%A411, . MPRX 4k Students, right. What is
B 1 A 4 4752 closely related to this story?
19 Yanwei Kz, Big leather shoes.
20 Teacher K. TR 2% Big leather shoes. Are the
e 9 shoes you wear on your feet
leather shoes?
21 Class *CHORUS* AN/ . *CHORUS* No.
22  Teacher N Bfa? ] No. [It is what?]
23 Student [T ] [Socks.]
24 Student T Socks.
25  Student T, Shoes.
26 Teacher T, AN ? Socks, then outside of the
socks are?
27 Class *CHORUS* #£7-. *CHORUS* shoes.
28 Teacher MR F i 2 What kind of shoes?
29  Student Wi i Cloth shoes.
30 Teacher AN A ¥ Not called cloth shoes
31 Student F ik, White shoes.
32 Student FICHE School shoes.
33 Teacher WA E#E, KA [E]- Not called white shoes either.
Mr Yeo -[E] Z %, #F  Only [E]- Mr Yeo -[E] wears
VRIS AT 42 leather shoes, then what do
you wear?
34  Student IR School shoes.
35 Teacher IF A B A4 2 What is the name of the mate-
rial of the shoes?
36 Student . White shoes.
37 Teacher AnEEE, 1 At ] &R Not  called  white  shoes.
St I, [White] is the color of the
shoes.
38 Student [ ¥, ] Leather [shoes.]
39 Teacher [E]- Mr Yeo -[E] A% [E]- Mr Yeo -[E] wears

leather shoes.
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40 Student R Shoes worn in school.
41 Teacher ALV X4 This! This is called what?

42 Student 20, IREE. M. Teacher, I know. Boat shoes.
43  Teacher Je Wt [E]- Canvas shoe In English [E]- canvas shoe
[E] 12 -[E], right?

45  Student ] Ah.

46 Teacher B 42 What is it called in Chinese?
47  Student i Canvas.

48 Teacher it WUAGTEEN, ARA12¢K Right, canvas shoes, this is the

HRILIX—Fh, XA EEER  type you all wear. This story

KA %A, XAk has something to do with big

¥ () K#F () k&4 leather shoes. This pair of big

RE? B E T 5. leather shoes (..) how big (.)
are they? Let’s continue.

There are similarities between this excerpt and the one discussed earlier:
both classes are similar in size, composition and level, and the teachers’ aims are
more or less the same, focusing on engaging students in classroom interaction for
better understanding of the text. Yet, there are significant differences in teachers’
questioning process, the length of student response and overall quality of teacher
and student contributions. While there obviously exist some variables which
make direct comparison difficult — teacher beliefs and teaching styles, different
texts in terms of content (the former is a story about the selfishness of a school
boy, while the latter is a story about a British boy who came from a poor family
but later became a famous scientist), to mention just a few — there are nonetheless
substantial differences in teacher’s questioning behaviors which contribute to the
different discourse patterns and the construction of opportunities for student
learning.

While in Excerpt 1 the questions asked by the teacher are often referential,
the questions the teacher asks of the students in Excerpt 2 are almost all display
questions (e.g., “Where did this story take place?” in turn 1, “In the story there
are some characters. Please tell me one of them” in turn 7), which very often only
require students to give only one or two words for factual recall or reproduction
of knowledge (such as, “School” in turn 2, “Bu la ge” in turn 9, “Father” in turn
10, “Student” in turn 17). By asking these questions, the teacher in Excerpt 2
wants to check whether students understood the target text in question after their
silent-reading of that text. Whether or not students could display their knowledge
to answer these questions is valuable to her pedagogical decision-making in the
next move. Therefore, the teacher’s use of display questions at the initial stage of
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her talk with students seems to serve her pedagogical purpose well, as students
give pertinent answers to her questions.

Beyond this initial similarity, however, there is a clear difference between
the two teachers in terms of the specific questioning strategies they use, which
suggests different level of student involvement in classroom discourse and op-
portunity for learning. While in Excerpt 1 the teacher can adapt his questioning
strategies to meet the need of the students, the teacher in Excerpt 2 obviously
lacks means to fine-tune her discourse, which provides a very limited amount of
scaffolded assistance for students’ classroom learning with regard to constructing
opportunities for target language use. In the interaction, to get students to use the
Chinese word for canvas to describe their shoes, the teacher asks a series of
closed questions (e.g., “Are the shoes you wear on your feet leather shoes?” in
turn 20, “Socks, then outside of the socks are?” in turn 26, “What kind of shoes?”
in turn 28). However, there is obviously no uptake of the teacher’s question
whose purpose is not clear to the students, and the teacher lacks means to scaf-
fold students in arriving at the answers with appropriate questioning strategies.
All that the students do is to guess what the teacher wants (e.g., “Socks” in turn
24, “Cloth shoes” in turn 29, “White shoes” in turn 31), and the teacher rejects
students’ answers one after another until the correct answer has been produced
(“Canvas” in turn 47). In general, the interaction becomes a guessing game in
which the students try best to guess what is in the mind of the teacher. Therefore,
the questions asked by the teacher have very limited contribution to constructing
opportunities for students’ classroom discourse participation.

The feedback strategies used by the teacher in Excerpt 2 are also different
from those used in Excerpt 1. While in Excerpt 1 acknowledgement is given and
direct evaluation is withheld to encourage students’ discourse engagement, the
teacher in Excerpt 2 evaluates students’ responses very frequently and many of
them are negative evaluations (e.g., “No teacher” in turn 16, “Not called cloth
shoes” in turn 30, “Not called white shoes either” in turn 33). These negative
feedbacks always keep the students on the track to arrive at correct answers, and
discourage the potential for long and sustained student output. More importantly,
the teacher cannot adapt her questioning strategies to scaffold the students after
the negative evaluations are given.

While there is clear evidence that teacher-student exchanges in Excerpt 1
feature dialogic interaction where students and teacher are involved in meaning-
ful communication, the discourse in Excerpt 2 is very pre-scripted where the
teacher as the primary knower of knowledge controls the flow of the talk with the
questions she asks of the students. Students are only involved in reproducing in-
formation that is already known to the teacher without chances to give personal
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responses. From turn 20 to turn 48, the students, by giving short answers, are put
in a position to guess what their teacher wants and their answers are often nega-
tively evaluated or rejected by their teacher. In such a case, few communicative
opportunities are constructed for students to use Chinese for participating in
classroom discourse, and scaffolded assistance for students learning is very lim-
ited.

6. Conclusion

In this study, drawing upon the sociocultural approach, we compared the
questioning behaviors of two Chinese language teachers. We examined the dy-
namics of teachers’ questioning process and its effects on constructing opportuni-
ties for students’ language use and scaffolding students learning. We have shown
that in one class, the teacher, by asking students’ referential questions and ad-
justing his questioning strategies, successfully created opportunities for maxi-
mum learner involvement in meaningful communication. The teachers’ with-
holding of evaluative feedback allows for further discourse engagement on the
part of the students, and involves students in dialogic interaction for the devel-
opment of their communicative competence. However, in the other class, the
teacher hinders student communicative involvement and discourse participation
because of her predominant use of display questions and use of negative feed-
back, and lack of fine-tuning of discourse in providing students with necessary
scaffolded assistance.

In the literature, teacher questioning is believed to play an important role in
facilitating students’ L2 learning. However, many studies on teacher questioning
behaviors treat teacher questioning as isolated and discrete pedagogic behavior,
while paying little if any attention to the dynamics of the questioning process.
Recent development in research on L2 teaching and learning suggests an alterna-
tive approach, that is, Sociocultural Theory, for examination of classroom dis-
course process and L2 learning. Studies already show that different patterns of
teacher-student interaction can create different opportunities for students’ use of
the target language in classroom discourse participation, and therefore their ef-
fects on students’ L2 learning are different (Hall & Walsh, 2002; Johnson, 1995).

Our study adds to this line of research by focusing on teacher’s questioning
process. In our analysis of teacher questioning behavior within its discourse con-
text, we showed that teacher questioning is a complex discourse phenomenon. It
can be of different discourse patterns which construct different opportunities for
students’ L2 learning. Its effects on students’ L2 learning depend largely on how
questions are asked rather than merely on what types of question are asked, such
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as teachers’ fine-tuning of discourse to meet the needs of students by repeating or
simplifying a question, and building upon student’s response with follow-up
questions.

If we consider language learning as a process of students’ engagement with
active problem-solving, a process in which students use the target language for
communicating ideas through participating in classroom discourse, then the
question-answer exchanges between teacher and students are not merely teaching
activities, but learning opportunities as well. The quality of teacher questioning
to a certain extent determines the opportunities for language learning. The study
reported in this paper, from a pedagogic perspective, shows how teacher’s ques-
tioning behaviors can contribute to the construction of opportunity for students’
discourse participation and scaffolding language learning.

The study should help Chinese language teachers and teacher educators, not
only in Singapore but in other contexts as well, build a better understanding of
the dynamics in L2 classroom interactions and the influence of teacher-student
interaction on CSL/CFL learning. As mentioned at the beginning of this paper,
insights into the effects of classroom interaction in general and teacher question-
ing in specific on students’ L2 learning largely come from studies on ESL/EFL
classrooms; very limited research has been conducted on CSL/CFL classroom
interaction and learning. Recently, a few Chinese language researchers (e.g., Jin,
2004) have highlighted the importance of teaching questioning in CSL/CFL
learning and called for training on Chinese language teachers’ questioning skills.
However, what is actually happening in the “black-box” of Chinese language
classrooms is still not clear to the Chinese teaching and research community. In
addition, previous discussions in the Chinese community on Chinese pedagogy
have not systematically built classroom discourse analysis into their rationale of
instruction design. In these regards, the current study would provide Chinese
language teachers with an understanding of the nature of CSL classroom interac-
tion, and a framework whereby they can reflect upon their own pedagogical be-
haviors (for example, by asking such questions as “What was the purpose of my
asking this question?” and “Did my questioning achieve the expected effect in
getting learners to use the target language?”’) and conduct appropriate action re-
search to fine-tune their pedagogy to meet the communicative needs of learners.
In addition, this study would provide a methodological tool that Chinese lan-
guage educators can use in designing appropriate pre-service or in-service pro-
fessional development materials, and raising teachers’ awareness of how class-
room discourse structure and dynamics influence the extent to which students are
given the opportunity to participate in classroom interaction for CSL/CFL learn-
ing.
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Appendix: Transcription Conventions

0% Inaudible background conversation

$ Laughter

$3$ Extended laughter

[$] Laughter quality in utterance

_ Cut off (after incomplete utterance)

= Latching (without any pause)

[ Overlap onset

] Overlap termination

[E] Code-switch to English

#it Background noise

@) Gap between utterances

() Extended gap between utterances

e Trail off

(@) Transcriber comment on the utterance
*CHORUS* Chorus voice

Teacher Teacher

Qiying etc. Names of students nominated by teacher
Student Student whose name is not identified

Class

Whole class



DCEENINER I B R - R 5 R ESLER, by JRERIT
(Xiaohong Wen). b RK2=H R4, 2008. 375 Pages. ¥ 48.

The book is an excellent addition to the research studies on the acquisition of
Chinese as a foreign language (CFL). It consists of a critical review of relevant
theories on foreign language acquisition and the author’s empirical studies on
CFL acquisition. In addition, the author has presented very informative discus-
sion on the practical implications of her research studies and recent theories from
the relevant fields for Chinese language pedagogy. It is a valuable book with a
comprehensive coverage of various foreign language acquisition theories and the
author’s own insights on the important issues concerning CFL acquisition re-
search and Chinese language pedagogy. Many of the main points that the author
makes are supported by research evidence from her carefully designed empirical
studies. As the author says, the book can be used by CFL students or as a reader
for CFL educators to reflect on important issues concerning CFL acquisition and
pedagogy.

The book is divided into five chapters. Chapter One is a critical and system-
atic review of the research studies that deal with various aspects of foreign lan-
guage acquisition with frequent reference to the CFL context, i.e. how foreign
language acquisition studies inform the CFL field both in terms of the under-
standing of the nature of the CFL acquisition process and in terms of the explora-
tion of effective Chinese language pedagogy. The theoretical review and discus-
sion is organized in 4 major sections. Section 1 is an analytical summary of
schools of thought on the nature of language acquisition: behaviorism, theories
from the fields of transformational-generative grammar, and cognitive linguistics.
Section 2 compares the L1 and L2 acquisition processes in terms of the order of
acquisition of morphology and syntax, language acquisition mechanism, inter-
language, the critical period hypothesis and other relevant aspects of language
acquisition research. Section 3 is a brief historical sketch of teaching methodolo-
gies. In Section 4 the author gives an informative discussion on the research
studies on error correction and its pedagogical implications.

Chapter Two explores the process of CFL acquisition. It is composed of 5
sections, all of which are derived from the author’s empirical research studies on
how native speakers of English acquire aspects of Chinese grammar. Section 1
deals with the acquisition of the ba-structure and discusses how well students of
different proficiency levels use various types of ba sentences. Section 2 is a study
on how existential sentences are acquired, confirming other research findings that
unmarked elements such as existential sentences are acquired more easily with-
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out much influence from the learners native language. In Section 3 the author
reports her study on the acquisition of Chinese aspect markers, pointing out,
among other things, the acquisition order of le, guo and zhe in the learning of
CFL. Section 4 is a report of the author’s empirical study of the acquisition of
sentence final le and the verbal aspect suffix le, which found that sentence final le
is acquired later than verbal aspect suffix le. It also discussed how pragmatic
factors and the role of native language affect the acquisition of marked elements
such as sentence final le during the acquisition process. The final section of this
chapter deals with acquisition order in the CFL context, pointing out the impor-
tance of aligning the instructional sequence with the order of acquisition. In each
of the sections the author offers a careful analysis of the previous relevant studies
on the issue and describes her research methodology and the results of her re-
search findings in relation to the understanding of the CFL acquisition process
and pedagogical implications. In my opinion, Chapters Two and Three are espe-
cially informative and valuable for graduate students of CFL and foreign lan-
guage educators who want to explore the nature of CFL acquisition empirically.
Instead of just presenting a summary of her research findings and pedagogical
implications, the author presents her original research with special care and clar-
ity on the discussion of research methods, which others will find useful to design
and implement empirical research studies of their own for the study of CFL ac-
quisition. In addition to her summary of research methods at the beginning of the
chapter, she described her research methods very clearly and also raised very in-
structive discussion questions at the end of the chapter that may guide others to
develop or sharpen their research skills.

Chapter Three explores how learner variables, both cognitive and affective,
influence the learning and acquisition of Chinese as a foreign language. The
chapter is divided into two major parts. Part One, Sections 1 and 2, deals with
learners’ processing strategies for reading and listening and the second part is on
how students’ motivation and learning purpose affect their learning of CFL. Sec-
tion 1 is a report of the author’s empirical study on how EFL and CFL learners
process their native language and the foreign language they learn. It was pointed
out that native speakers of Chinese rely more on the semantic clues whereas na-
tive speakers of English rely more on the word order. The results of the research
provides important information on the nature of the CFL acquisition process and
also highlights significant individual differences in terms of the learners’ proc-
essing strategies. In Section 2, the author discusses how CFL learners’ character
recognition strategies change as they become more proficient with the Chinese
language. For instance, beginning and intermediate CFL learners use more pho-
netic clues in their character recognition than advanced learners. The author notes
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the necessity of certain pedagogical treatment in our instructional practice and
materials development that help beginning students to develop their strategies of
using phonetic clues for more effective character recognition. Section 3 consists
of the report of the author’s study on the motivation factors of different types of
learners and a discussion on how learners can be motivated to put more effort
towards successful learning of the language. Chapter Three concludes with a re-
port of the author’s study on how students react to courses offered via WebCT
technology.

Chapters Four and Five are devoted to the discussion of how foreign lan-
guage acquisition theories and research findings inform language pedagogy. For
instance, a section is devoted to what constitutes effective input and how input
can be turned into intake effectively. The research on the output hypothesis and
its pedagogical implications are also addressed. The discussion on the relevant
research findings is always followed by instructional examples to guide the de-
sign of effective CFL teaching and learning practice. There are sections that deal
with general guiding principles for successful teaching and learning of the Chi-
nese language; there are also sections on the theoretical and practical issues about
the teaching of vocabulary and grammar. Chapter Five starts with a very com-
prehensive and informative discussion on task-based language instruction and
continues with sections on how research findings can be utilized to enhance the
teaching of listening, speaking and reading. The chapter concludes with a discus-
sion of how culture can be integrated into the teaching and learning of CFL.

This book is an excellent contribution to the CFL field. It contains a com-
prehensive and critical summary of the important issues concerning the nature of
foreign language acquisition in general and CFL in particular. It distinguishes
itself from many other books on CFL acquisition and pedagogy in that many of
its theoretical claims and pedagogical suggestions are supported by research evi-
dence from empirical studies. The discussion questions at the end of each chapter
are also well designed to help readers of this book to develop or enhance their
understanding of the nature of the CFL acquisition process and their research and
teaching skills. Developing an adequate understanding of the major issues and
teaching excellence, like learning a foreign language, takes time and practice and
constant reflection. The questions at the end of each chapter can help the users of
the book reinforce their understanding of the important issues discussed in the
chapter and reflect on what they learn from the book and what they do as a
teacher or researcher in the field of teaching CFL. Pedagogically it would be
more useful if the author could provide some keys to the questions that she raises
or additional relevant readings of research studies by others that may help answer
the questions in order to strengthen the readers’ understanding of the important
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issues. This book would be a good textbook for a CFL graduate course, but it
should be used together with one of the following books (Brown 2001, Hadley
2001, 1R 156 5{=Hi 2005) that deal with, more comprehensively and sys-
tematically, the important issues of foreign language pedagogy such as methods
and techniques, classroom management, integrating the four skills in a commu-
nicative teaching and learning framework, testing and assessment etc. The book
under review focuses more on the exploration of the nature of language acquisi-
tion, but the books recommended below focus more systematically on the impor-
tant issues concerning language pedagogy. When used together they can serve the
CFL students much better.

Jianhua Bai
Kenyon College
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Chinese Breeze Graded Reader Series, Level 1: 300 Word Level.
Edited by Yuehua Liu, Chengzhi Chu. Beijing: Peking University Press,
2007-2008. 6 volumes. $5.00 each.

Those of us who have been teaching beginning and low-intermediate level
Chinese language courses are all too familiar with Fred Fang-yu Wang’s ingen-
iously crafted The Lady in the Painting (Yale University Press, 1969). Within the
limits of a vocabulary written with merely 300 characters, Wang manages to re-
tell a well-known Chinese folktale in a vivid manner that is accessible to students
who have studied Chinese for only a few months. Many beginning learners have
experienced excitement, encouragement, and newly-found confidence when they
hold their “first real book” in Chinese and read the engaging story with ease and
enjoyment. They do not have to constantly go back and forth between the text
and a glossary, thanks to the frequent recurrence of familiar characters in the text.
The fact that this little book has remained in print for so many years and has re-
cently been published in an expanded version accompanied by a multimedia
courseware package speaks to its irresistible appeal to both Chinese language
teachers and students.

On the other hand, however, the “classic” status Wang’s little book has en-
joyed for the past four decades reveals a dire situation in the Chinese learning
community: There have been too few full-length stories written in Chinese for
learners of Chinese as a foreign language! Therefore, there is a pressing need in
our field for authentic extensive reading materials written with a controlled vo-
cabulary that can propel beginning learners to read for fun, read for pleasure, and
thus motivate them to read for more on their own. Chinese Breeze Graded
Reader Series is an exciting new set of readers that not only meets this urgent
need, but also sets a new standard for future extensive reading publications in our
field.

Although similar to The Lady in terms of its intention to facilitate learners to
move beyond the stage of “learning to read” toward “reading to learn,” Chinese
Breeze exceeds its predecessor in many aspects. There are several reasons why.

First, while The Lady focuses on character and character recognition as the
basic building blocks to improve learners’ reading skills, Chinese Breeze empha-
sizes word and pleasure reading as the stepping stones to develop learners’ read-
ing fluency.

Second, while the 300 characters in The Lady are chosen based on a textbook
titled Read Chinese I compiled by the same author (Wang), the 300 words in
Chinese Breeze are selected based on sophisticated computational analyses of
very large written and spoken Chinese corpora as well as a databank of more than
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forty leading Chinese language textbooks used in various countries. This scien-
tific selection of base vocabulary not only guarantees the words chosen to be
those most commonly used in daily spoken and written discourses by native
Chinese, but also ensures that this series of readers (used as supplementary mate-
rial) will be much easier to “plug” into any language program.

Third, while The Lady showcases but one traditional Chinese folktale, Chi-
nese Breeze includes stories with a wide spectrum of themes ranging from detec-
tive stories to romance, all using contemporary China as the backdrop. Therefore,
students will not only learn about Chinese cultural traditions, but also get ex-
posed to contemporary social issues such as poverty and the plight of public
education.

Fourth, given the fact that The Lady is penned by a veteran language teacher
(and a very talented one for that matter), the discourse of the narrative neverthe-
less suffers from the inevitable problem of “teacher talk.” Chinese Breeze avoids
this potential shortcoming by inviting professional writers who usually write for
a native audience to create the original stories. Their imagination of plots and
unique depiction of characters adds charm and depth to these stories that one can
hardly find in books published for learners of Chinese as a foreign language.
These stories are then polished by the two editors who are veteran researchers
and teachers of Chinese as a foreign language to ensure their readability for
learners at this level.

Chinese Breeze is scheduled to include altogether over sixty volumes cover-
ing eight grades ranging from a 300 word level vocabulary all the way to a 4,500
word level vocabulary. As of now, only the six volumes of the 300 word level
have been published. Therefore, this review will only focus on these six volumes.

The six titles are Wrong, Wrong, Wrong %, %, £t ! ; Can I Dance with You?
] IEVRBEES ? 5 Two Children Seeking the Joy Bridge W/MEH L RHI£%
T I Really Want to Find Her T— € B4k 2| h; Left and Right: the Conjoined
Brothers v /-0 47; and Whom Do You Like More PRE 5K ME? The first two
titles are suspenseful detective stories involving two cases. In the first case, the
police have to figure out which one of the beautiful identical twins has been
murdered and who has committed the vicious crime. In the second case, a skilled
computer analyst becomes a fugitive on the run in search of the bad guys who
have framed him in a high-tech bank robbery. Two Children narrates a heart-
warming story of two elementary students’ persistent search for the heavenly
bridge that enables the annual reunion of the legendary Cowherd and his wife the
Weaving Maid. I Really Want to Find Her relates a story of three American col-
lege students’ journey to China, trying to find and help a girl in a photo left be-
hind by their late professor. The girl turns out to be a big-city college graduate
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who forfeits the opportunity to go abroad and chooses to teach in a mountain
school in a remote village. Left and Right is the rarely-told story of two conjoined
brothers, highlighting their happiness and their hassles from childhood to adult-
hood. Whom Do You Like More, using the 1980’s and a once well-known social
phenomenon called “left-behind spouses” as the backdrop, tells the story of a
young man who has to make a difficult choice between going to America to join
his wife and staying behind to develop his own software.

As a native speaker, I have found all six stories to be enjoyable to read. The
surprises and excitement that these twisted plot lines bring about are not at all
hindered by the constraint of the limited vocabulary with which the original writ-
ers and editors have to work.

For language learners, all six books will prove to be pleasurable and accessi-
ble reading materials. I can imagine students in my intermediate Chinese courses
picking up any volume at this level and starting to read without too much diffi-
culty. The base vocabulary items reappear in various contexts on different pages,
a research-informed feature that ensures better mastery of newly acquired words.
Although each story has to introduce additional new words (ranging from 50 to
81) to facilitate storytelling, all the new words are glossed with pinyin and Eng-
lish translations in footnotes and indexed throughout the text as well as in a “Vo-
cabulary Index” at the end of each book. The English translations of these new
words are concise and accurate. Like the base vocabulary, all the new words re-
cur multiple times throughout the book to build readers’ familiarity with them.
Each page usually does not have more than five new words, a density that can be
easily handled by students at this level.

All of the six stories are divided into short chapters. After each chapter,
there are exercises to help readers check their reading comprehension. There are
various types of exercises including multiple choice, true-false, arranging se-
quence of events, and “Global Understanding” where the reader is supposed to
discover and correct the mistakes in a retelling of the story.

“Global Understanding” proves to be the most demanding activity because
the reader has to remember the whole story and every little detail of it. Some of
the “Global Understanding” questions are contextualized as real-life tasks that
make them more meaningful and realistic. For example, in Wrong, Wrong, Wrong,
the reader is asked to correct the mistakes in the notes taken by a detective when
he investigates the crime. All the exercises come with keys at the end of the book,
which is a nice feature that will help students to interact with the texts more ef-
fectively on their own.

The physical layout of the six volumes is appealing and user-friendly. The
“Table of Contents” is followed by a list of “Main Characters and Main Place”
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which prepares the reader for the story. Each page has between ten and twenty
lines, clearly marked so that learners can trace and time their reading. New words
are superscripted with an index number and their pinyin and English translations
are provided in the footnote section. The main texts are interspersed with excel-
lent illustrations, which add flavor and contextualize the story to facilitate com-
prehension. The main texts are then followed by a “Vocabulary Index” which
includes all the new words introduced in the story, “Exercises,” and keys to all
the exercise questions.

Being the first set of publications in this series, Chinese Breeze: 300 Word
Level nevertheless suffers from a few minor drawbacks, which hopefully can be
addressed in the upcoming issues of the series. For example, although both the
editors and the original writers have apparently striven to make the discourse in
these stories sound as natural and smooth as possible, I still find a few instances
where the language is either unnatural or awkward-sounding. In the story Can [
Dance with You, the opening sentences on the first page read: “IX /& 2007 - 4 H
30 R L, —AMREFIIE L AU XA L, A%, thAE. ” The phrase

“—AMRUFIHE L sounds very similar to the English phrase “a very nice eve-
ning,” which is seldom used by native Chinese. In this context, this phrase can
probably be deleted without damaging the flow of the discourse. On page 5 of
the same book, one sentence reads “iX Wi, BT B ITLGMERBIF K3 5K, ...
Here, it might be more natural to use “/REFWT ) to replace “/REFHI”. T have
also noticed the limited use of measure words in three of the volumes (Can I
Dance with You, Two Children Seeking the Joy Bridge, and Whom Do You Like
More). Instead of introducing different measure words for different objects that
appear in the stories, the editors apply the more commonly used “/>”. Thus, we
see phrases such as “— NHLfl§” and “—/Mr,” where “— & LK and “— 84
may sound more natural in those contexts. It is understandable that the editors
have to make the difficult choice of what new words should be introduced in the
readings and what should be left out. The decision to leave out certain key meas-
ure words, however, might potentially undermine the consistent efforts by many
language teachers who repeatedly admonish their students to use the correct
measure words in Chinese from the very beginning.

I have to point out that these few examples of awkward language use are ex-
ceptions rather than the norm in these volumes. I have not found the same prob-
lem with the other three volumes at this level. Actually, the flow of language in
some volumes sounds extremely natural and smooth (e.g. Left and Right: the
Conjoined Brothers” and I Really Want to Find Her.)

All six volumes in the series come with mini audio CDs that contain the
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oral renditions of the stories read by two professionals (both male and female) at
two modes of speed: slow and regular. The audio files are in MP3 format, which
can be easily downloaded onto a learner’s personal iPod. While excited to see
these nice features that will facilitate self-learning, my initial enthusiasm was
dampened when I made the discovery that a) the 8-centimeter mini CDs can only
be played on a PC but not inserted into a Mac. This is due to the fact that a Mac
usually comes with a slot-loading CD/DVD drive that “sucks” a standard-sized
CD into it, while PCs are usually equipped with a non-slot-loading CD/DVD
drive that slides out a tray to receive the CD); b) the claimed “regular” speed of
the recordings for four of the six stories (Can I Dance with You, Two Children
Seeking the Joy Bridge, Left and Right: the Conjoined Brothers, and Whom Do
You Like More?) is notably slow in my opinion. It is not the natural regular read-
ing speed one would expect to find in, for instance, recordings made by native
Chinese for native listeners.

Would it be possible that these professionally-trained announcers have un-
consciously slowed down their speed when they were told these recordings were
made for foreigners? Or were they specifically instructed to do so by the pub-
lishers? FEither way, I hope to hear true regular speed recordings in the upcom-
ing CDs that come with the series. To make the audios more accessible for Mac
users, the publisher might want to consider the option of making these audio files
available on the Chinese Breeze website for easy download by customers who
have purchased the books.

Additionally, while the “Global Understanding” activity mentioned above is
a good check on learners’ overall comprehension of the materials after they have
read the whole story, some of the questions are designed as “memory tests” rather
than “reading comprehension tests.” In other words, this activity should aim for
“global” and “general” comprehension about the story line, rather than a “local”
memory contest that checks readers’ ability to remember the smallest detail that
is irrelevant to the general plot line. For example, in Twwo Children, the reader has
to remember whether it is Mingming’s mother or both of his parents who had
received the call from the “kidnappers.” In Can I Dance With You, the reader has
to remember whether it is in front of a park or a library that the female protago-
nist finally meets her boyfriend. Even as a native speaker, I found that I failed to
identify some of the mistakes. There are two reasons for this: First, when one
reads fast, these little details tend to go unnoticed. Second, cognitively speaking,
when one finishes reading a story, usually it is the major plot line and the critical
details, not those that are irrelevant, that stand out in one’s memory. The purpose
of these readers is “extensive reading,” not “intensive reading.” The design of the
“Global Understanding” in some volumes betrays this purpose and might unnec-
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essarily frustrate those learners who read for meaning rather than for little details.

Despite the aforementioned minor and easily correctible shortcomings, I
highly recommend this series of readers for all Chinese language learners who
have completed the low-intermediate level of coursework. All six volumes in this
level can be used either as self-learning materials by students, or as supplemen-
tary readings by instructors in beginning and intermediate language courses.
With their intriguing story lines and well-controlled selection, sequencing, and
recurrence of vocabulary, these six little volumes will succeed in helping both
heritage speakers and “true” beginners to improve their reading skills in Chinese.
Given the high quality of the first batch of books in this series, I look forward to
seeing more volumes from this series at higher levels for more advanced learners
of Chinese. Since the six volumes I have reviewed are printed in simplified char-
acters, I also look forward to seeing a traditional character version to meet the
needs of all types of learners and language programs. Learners of the Chinese
language will have many more “real books” to enjoy than merely The Lady in the
Painting when they embark on their journey to explore the reading world of
Chinese.
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